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ABSTRACT
LEARNING BY DOING: PREPARING STUDENT ACTIVISTS
FOR DEMOCRATIC ENGAGEMENT
SEPTEMBER 2022
MARJORIE VALDIVIA, B.A., UNIVERSITY OF MASSACHUSETTS AMHERST
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST
Ph.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Ximena Zúñiga
This study explores how college students' experiences with co-curricular social
justice advocacy activities supports capacity-building for progressive, democratic, civic
engagement. Given the increasing and widening of economic inequality in the U.S.
(Hernandez Kent & Ricketts, 2020), exploring how co-curricular experiences in higher
education settings can support students to gain capacities for progressive, democratic,
civic engagement. While there is a significant amount of scholarship on how diversity
education and service-learning contribute to college students' civic engagement, the
literature on student involvement in campus activism on progressive, democratic, civic
engagement is sparse (Kezar & Maxey, 2014) Using a mixed methods approach, this
study explores the learning experiences of undergraduate students involved in a student
organization—Center for Education Policy and Advocacy—that uses a multi-year
curriculum to build capacities to prepare and mobilize students to challenge issues of
economic inequality. This study consisted of two phases, an online survey to gather
background information about the students and their experiences and a one-hour followup semi-structured interview. Two significant findings emerged from the study: First, in
this learning context, supporting students to gain capacity for progressive, democratic,
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civic engagement is accomplished through a comprehensive multi-year curriculum
structure that is of quality, is expansive, and centers a peer-led active learning critical
pedagogy. Second, progressive, democratic, active learning pedagogy that supports the
development of knowledge/awareness and skill capacities through continuous learning
and engagement with social justice issues, in real time, holds promise for effective civic
preparation for a robust democracy. Thus, higher education has the potential to provide
college students with learning opportunities that build capacities and foster dispositions
necessary to advance progressive change within our democracy.
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CHAPTER 1
INTRODUCTION TO STUDY
This study explores the impact that engaging with co-curricular social justice
advocacy activities has on students’ capacity-building for progressive, democratic, civic
engagement. In doing so, this dissertation expands the current field of research by
focusing on how civic engagement experiences in higher education settings support the
development of a progressive politically engaged citizenry. A progressively engaged
citizen participates in the nation’s democracy by engaging in social activism, political
dissent, and acts as a change agent. Given that much of the literature on civic engagement
experiences during college is situated within the discourse of critical service-learning
(Hutzel, 2007; Inella, 2010; Kresnky, 2008; Mitchell, 2008, 2015), this study can
contribute to the higher education practices that support civic engagement experiences
that emphasize student activism (Anft, 2018; Barnhardt & Reyes, 2016).
Kezar and Maxey (2014) stated that on college campuses in which student
activism and leadership are viewed as a primary objective, campus leaders speak of
activism as a natural aspect of campus learning, one that should be encouraged “as a way
to enact democratic involvement” (p. 39). Campus learning here refers to the academic
curriculum and co-curriculum learning experiences that students have on their respective
campuses. Dache et al. (2019) proposed “reconceptualizing activism as education” (p. x)
because activism can create a space for “problem posing education” (Freire, 2009, p.86),
which allows students to engage in inquiry about how systems of oppression are
maintained, while also examining what actions can be taken to combat these. Activism
should thus be understood as an opportunity for or striving toward civic engagement
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(Martin, 2014). Understanding and enacting activism in this way gives college students
the opportunity to practice taking action to address social issues, which prepares them for
future engaged citizenship. Based on their research, Kezar and Maxey identified higher
education practices that support student activism. These include a) the development of a
curriculum and co-curriculum to foster collective action; b) faculty incorporating in their
curriculum opportunities for students to learn skills to become activists, such as
“strategies, consciousness-raising activities, or how to navigate power relations” (p. 39);
c) creating networks on campus to connect faculty, staff, and students with similar
interests to help support collective action; and d) faculty and staff meeting informally to
discuss how to best support students’ activism.
Other practices that can support student activism include student affairs
professionals helping students develop a social and political consciousness as well as
encouraging them to speak out (Malaney, 2006) and intentionally creating spaces and
structures for student activists to congregate and dialogue with each other so they can feel
a sense of belonging in their college environment (Martin, 2014). In this research study, I
investigated the benefits and potential of these practices with the intention to add to a
growing body of research on college students’ experiences with co-curricular social
justice advocacy activities. Social justice advocacy activities provide students the
opportunity to engage in taking action in a collaborative manner to address a social
problem. In the next section, I introduce the context of the study to help ground the
problem statement and study purpose. Next, I discuss the significance of the study and
provide a rationale for conducting the study. I conclude this chapter with a brief
description of the five chapters comprising this dissertation.
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Context of the Study
In the 21st century, wealth disparities, income disparities, and poverty continue to
increase around the world. 1 Engaging citizens in change actions, such as progressive civic
engagement that challenges issues of wealth disparities, is important to shift current
dynamics. Currently, the world’s wealthiest population owns half of the world’s wealth:
from 2008 to 2017, the net worth of the world’s wealthiest increased from 42.5% to
50.1% (Neate, 2017). These millionaires make up 0.7% of the world’s adult population,
who control 46% of the total global wealth that sums to $280 trillion (Neate, 2017). In
contrast “the world’s 3.5 billion poorest adults each have assets of less than $10,000” and
collectively hold just 2.7% of the global wealth (Neate, 2017, para. 6). In the United
States, issues of economic inequality include but are not limited to wealth disparities,
income disparities, capitalist exploitation, poverty, social stratification, infant mortality
rate disparities, homelessness, and social class reproduction. In this context, wealth
disparity is a critical issue. In 2019, the wealth of families in the top 10% summed up to
$1.22 million or more. Together, these families held 76% of the total household wealth
that year (Hernandez Kent & Ricketts, 2020). In contrast, for families in the middle,
wealth summed up to $122,000. Together, these families owned 22% of the US wealth in
2019 (Hernandez Kent & Ricketts, 2020). Thus, leaving families in the bottom 50% to
share 1% of the nation’s wealth (Hernandez Kent & Ricketts). Furthermore, about 1 in 10
families in this group had a negative network (Hernandez Kent & Ricketts 2020).
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Wealth can be understood as the assets a person owns, whereas income refers to the resources a person
receives throughout a period of time, such as a salary, hourly wages, government benefits (Adams et al.,
2016)
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The increasing economic inequality in the US results in material consequences
that have a negative impact on the nation’s most economically vulnerable, a population
whose class identity/experience intersects with forms of oppression, such as racism,
sexism, and ableism. For example, there is a significant wealth gap between White
households and Black households because of the implementation of policies and tax
preferences that continue to favor the affluent (Shapiro et al., 2013). Moreover, survey
research data indicates that there continues to be a wide wealth gap between Black and
White families, despite Black families being able to acquire some wealth in terms of
dollars (Hernandez Kent & Ricketts). In 2019, a non-Hispanic Black family had about
$23,000 of wealth, and Latinx family of any had $38,000 of wealth, compared to a nonHispanic White family, which had about $ 184,000 of wealth (Hernandez Kent &
Ricketts, 2020). According to Spade (2015), “the continued maintenance and reinvention
of racial categories and new sites of racialization have been essential to the distribution of
wealth and life chances” (p. 26).
Another example that shows how economic inequality intersects with other social
identities, in this case gender identity, is the experience of women. While women
comprise a significant part of the nation’s workforce, they only compose 27% of the top
10% of the labor force (Inequality.org, n.d.). Amid the top 1%, slightly less than 17% of
workers are women; however, at the top 0.1% level, women make up only 11% of the
workforce. Compared to men, women earn less, and their earnings differ based on racial
and gender intersections. Whereas women earn 80 cents on the dollar, Black and Latina
women earn 63 cents and 54 cents on the dollar, respectively (Kijakzi & McCullouch,
2018). Although the income gap between men and women is significant, the wealth gap
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is much greater: “Single women own just 32 cents for every dollar owned by White men,
and black and Latina women own less than a penny” (Kijakzi & McCullouch, 2018, para.
3). On average, millennial women have zero wealth (Mahathey, 2016). Historical racial
and gender discrimination has contributed to the gender wealth gap (Kijakzi &
McCullouch, 2018); public systems and private sector practices limit or undermine the
capacity of women, and especially women of color to “build their economic security”
(para. 7). Finally, public benefits supporting saving and investment are often structured to
exclude women, particularly lower-income women (Kijakzi & McCullouch, 2018). For
example, the formula employed to determine social security benefits penalizes women for
taking time off from the workforce to care for family members (Kijakzi & McCullouch,
2018). Finding ways to address issues of economic inequality, such as wealth disparities,
is thus of utmost importance. Progressive civic engagement that addresses wealth
disparities is one of the ways to combat the impact of dramatic wealth disparities.
In the US, social mobility is linked to education (Labaree, 1997, 2010). Education
is a key institution in the construction of citizens in their identity as workers (Robertson,
2009). Moreover, education contributes to social reproduction (Bourdieu, 1973).
According to Rizvi and Engel (2009), education in the US emphasizes “preparing people
for the world of work and a life of self-capitalization” (p. 553). Thus, higher education as
a social institution becomes responsible for preparing individuals for the economy by
developing a workforce. The focus on higher education, however, should go beyond
preparing students to become workers. Hence, actively preparing college students to
develop the skills and motivations to mitigate issues of economic inequality should also
constitute an important goal of higher education (Malaney, 2006; Tannock, 2006).
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Faculty who focus on preparing students to actively address issues of economic
inequality have implemented undergraduate curricula and pedagogies to encourage
students to develop a thorough understanding of issues of economic inequality and to
motivate students to get involved in challenging issues of economic inequality. Social
justice education scholars have developed pedagogical practices and theoretical
frameworks that focus on classism and that help students understand manifestations of
economic inequality on three levels: individual, institutional, and cultural/societal
(Adams, 2013; Adams & Zúñiga, 2016; Hardiman & Jackson, 1997).
The scholarship of teaching about economic inequality suggests a mixed set of
outcomes for fostering in students a complex understanding of economic inequality on
the one hand (Brezina, 1996; Chennault, 2010; Fisher, 2008; Garoutte & Bobbitt-Zeher,
2011, Paul et al., 2004) and developing their civic involvement in challenging issues of
economic inequality on the other (Vandsburger et al., 2010; West Steck et al., 2011). This
literature also highlights several challenges facing faculty and students interested in
addressing issues of economic inequality, including but not limited to the following
factors: the majority of US citizens view the US as a country with an open class system
(Chennault, 2010); the prevalence of an individualist ideology (McCammon, 1999); the
inability to discuss social class effectively (Chennault, 2010); and the difficulty college
students face in grappling with the role of structural obstacles in preventing individuals
from upward mobility (Brewster & Fulkerson, 2005; Brezina, 1996; Fisher, 2008;
Garoutte & Bobbitt-Zeher, 2011; Paul et al., 2004).
A higher education curriculum designed to enable students to develop a complex
understanding of economic inequality thus faces significant challenges beyond too few
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students actively engaging these issues. It is difficult for higher education institutions to
prepare students to lead efforts aimed at challenging the policies and practices that
contribute to the increased concentration of wealth and the economic vulnerability of
marginalized social groups based on age, gender, race, ethnicity, ability, and citizenship
status. However, the rise of economic inequality in the US and worldwide increasingly
challenges higher education institutions to identify pathways to encourage students to
develop a more comprehensive understanding of economic disparities, locally and
globally.
Another important reason for preparing students for civic engagement postcollege graduation concerns the current crisis facing our democracy. The attempt to take
over the Capitol on January 6, 2021 by pro-Trump rioters, whose goal was to overturn the
2021 presidential election, illuminated the fragility of our nation’s democracy. Equally
important, the passing of new laws that suppress the right to vote, contributes to this
fragility. Currently, there is a distrust in our nation’s democratic system. Recent research
data show that the majority of Americans do not think that the nation is living up to the
US democratic ideals and principles (Pew Research Center, 2020). American citizens do
agree on the importance of democratic principles, including (a) respecting all rights and
freedoms of individuals, (b) consequences for government officials engaged in
misconduct, and (c) equal opportunity to succeed for all citizens. However, there is a
growing sizable gap between the citizens who say these are important principles for
democracy and those who feel that the nation is effectively holding up those democratic
principles (Pew Research Center, 2020). Furthermore, fewer than half the American
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citizens say that rights and freedom of all individuals are respected (Pew Research
Center, 2020).
While there is a long history of democratic development in many nations,
including our own, democracy is not always guaranteed, and it can be fleeting.
Throughout history, there have been nations that have shifted from being a democratic
state to a totalitarian state, such as Germany under Hitler’s reign. The resiliency of
democracy, however, has prevailed even under extreme circumstance. There are two
basic norms vital to democracy for it to function effectively: mutual toleration and
forbearance (Levitsky & Ziblatt, 2020). Mutual toleration means that even when there is
disagreement or dislike between opponents, both sides should acknowledge opponents as
“loyal citizens who love the country” and, therefore, have the same right to partake in
governing (Levitsky & Ziblatt, 2020, para. 7). Forbearance refers to deliberate selfrestraint and minimal use of power that is legally available to an individual, and it is
essential for democracy (Levitsky & Ziblatt, 2020).
Unfortunately, there is lack of understanding and engagement across difference
among the US citizenry that is contributing to a growing political polarization. Extreme
polarization between political parties is the root cause to the erosion of democratic norms
(Levitsky & Ziblatt, 2020). In the last 25 years, both political parties have developed fear
and loathing toward each other (Levitsky & Ziblatt, 2020). Survey data from the Pew
Research Center (2016) indicate that 49% of Republicans and 55% of Democrats
reported that the opposing party frightens them. While some polarization is usually
normal and could even be beneficial to democracy, extreme polarization can destroy it
(Levitsky & Ziblatt, 2020).

8

The two political parties in the US represent very different aspects of American
society. The Republican party increasingly represents White Christian America, while the
Democratic party represents an expanding diverse citizenry (Levitsky & Ziblatt, 2020).
The reason that the polarization of our political party is dangerous is due to its asymmetry
(Levitsky & Ziblatt, 2020). The base of the Democratic party is diverse and continues to
grow; however, the Republican party represents a “once dominant majority” that is
declining in numbers and status (Levitsky & Ziblatt, 2020, para. 34). For the checks and
balances of the American system to effectively work, an amount of mutual tolerance and
forbearance is needed (Levitsky & Ziblatt, 2020). When polarization wears down mutual
tolerance and forbearance and incites “constitutional hardball,” a government that is
divided can effortlessly fall into a type of perpetual “institutional warfare,” resulting in
the government incapable of performing basic tasks of governance (Levitsky & Ziblatt,
2020, para. 51).
Because part of the purpose of higher education is to prepare students for future
civic engagement, higher education institutions can play a role in easing the growing
divisions between the two major parties in the United States. However, to accomplish
such a goal, the higher education civic education curriculum needs a broader scope of
civics that includes social justice issues. Incoming freshman survey data from 2015
suggest an increase from previous survey data regarding students’ motivation to become
civically engaged on their college campuses (Eagan et al., 2016). This disparity might be
reflective of the nation’s motivation overall to become civically engaged. It becomes
more important than ever, then, for higher education institutions to prepare a citizenry for
“public democracy, for civic leadership and public service” (Nagda et al., 2003, p. 165).
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In my literature review (Chapter 2), I examine the civic education practices
implemented in higher education settings to prepare college students for civic
participation. According to the Department of Education (2012), civic learning
opportunities can contribute to career preparation, help improve graduation rates, and
equip students to succeed as both citizens and employees. The National Task Force on
Civic Learning and Democratic Engagement (2012) suggested that implementing civic
learning that incorporates knowledge, skills, values, and the capacity to work with others
on “civic and societal challenges” can increase the number of “informed, thoughtful, and
public minded citizens” (The National Task Force on Civic Learning and Democratic
Engagement, 2012, p. 6). Checkoway (2012) argued that higher education has limitless
potential for civic work by implementing courses and extracurricular activities that help
students develop civic competencies. For example, according to Hurtado et al. (2002),
diversity courses “have a positive effect on the quality and quantity of student interaction
with diverse peers and the importance they place on taking action for social justicecrucial components for moving toward eradicating social inequities” (p. 22).
Rather than narrowly focus on students’ classroom experiences, it is worth
exploring how co-curricular experiences help college students build capacities for
progressive civic engagement. Such engagement encompasses involvement in social
activism, political dissent, civic responsibility, and becoming a change agent (Malaney,
2006). Engagement can include participating in organized actions, planning local
programs, developing community-based services, addressing public concern in
collaboration, voting, and contacting public offices (Checkoway, 2012) as well as having
commitments to local communities and the sustainability of local economies (Boggs,
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2012). Hamrick (1998) stated that participation in campus activism during college serves
as a “democratic citizenship experience that is worthy of attention” (p. 450). Meanwhile,
research examining the meaning of political participation among Black and White
women indicates that participation in student activism may “produce a sense of
commitment and capacity to act, which in turn promotes active political participation
later in life” and so “student protesters may be seen not as society’s malcontents but as
tomorrow’s exemplars of social responsibility” (Cole & Stewart, 1996, p. 138)
This study sought to investigate if and how colleges students’ experiences with
co-curricular social justice advocacy activities support their capacity-building for what I
call progressive, democratic, civic engagement. Co-curricular social justice advocacy
activities are grounded within a social justice advocacy framework that refers to activism
seeking to influence public attitudes, policies, and laws with the intention of creating a
more socially just society (Cohen, 2001).
Problem Statement
The widening of economic inequality continues to increase in the US and
worldwide. In higher education, concerned educators rely on academic curricula and cocurricular activities to encourage students to grapple with issues of economic inequality,
such as poverty and differential access to health care and education. Through servicelearning activities, students build capacities for civic engagement that challenge these
issues. Campus activism also provides college students with means to grapple with issues
of economic inequality while gaining capacities for civic engagement. While there is a
significant amount of literature focusing on how service-learning, curricular, and cocurricular activities impact outcomes of civic engagement, there is limited scholarship on
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the impact student involvement in campus activism has on civic engagement.
Furthermore, we have limited knowledge on the impact of progressive, democratic, civic
engagement on college students.
Purpose Statement
The purpose of this mixed methods study is to explore how co-curricular
experience helps college students build capacities for progressive civic engagement. This
study investigates how college students’ experiences with co-curricular social justice
advocacy activities support their ability for capacity-building for progressive, democratic,
civic engagement. I am specifically interested in examining how college students’
experiences with co-curricular social justice advocacy activities can help build capacity
for progressive, democratic, civic engagement that can challenge issues of economic
inequality.
Glossary of Key Terms
Capacity-building for progressive civic participation: Capacity-building for
progressive civic participation refers to the fostering of capacities that include critical
thinking (Tsui, 2000), the ability to work collaboratively (Kezar, 2010), the ability to
contribute to the larger community (Barnhart et al., 2015), having intercultural
competence (Brammer et al., 2012), being able to communicate effectively (Brammer et
al., 2012), having awareness (Love, 2013), and being able to analyze what is occurring in
the world (Love). These capacities lead individuals to engage in progressive civic
participation.
Progressive, democratic, civic engagement: Progressive, democratic, civic
engagement is framed within justice-oriented citizenship and is based in the work of a
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variety of scholars. Progressive, democratic, civic engagement encompasses a wide range
of activities: engaging in social activism, political dissent, civic responsibility, and
becoming a change agent (Malaney, 2006); taking civic responsibility (Eagan et al.,
2016); participating in organized actions, developing community-based services,
addressing public concern in collaboration, voting, and contacting public officials
(Checkoway, 2012); and having a commitment to local community and the sustainability
of local economy (Boggs, 2012).
Social justice advocacy: Social justice advocacy recognizes human suffering
through a “multisystem perspective” (Kiselica & Robinson, 2001, p. 391). Social justice
advocacy competencies include political savviness (Singh et al., 2010), the ability to
impact social policies and legislation (Lee & Walz, 1998), the ability to initiate difficult
dialogues (Singh et al.), the building of intentional relationships (Singh et al.), selfadvocacy skills (Singh et al.), addressing injustices (Ratts et al., 2007), systems advocacy
(Lewis et al., 2002), and social/political advocacy (Lewis et al.).
Research Questions
As mentioned previously, the purpose of this mixed methods study was to explore
how co-curricular experiences, like activism, help college students build capacities for
progressive civic engagement. I was specifically interested in learning how college
students’ experiences with co-curricular social justice advocacy activities, such as
activism, can help build capacity to engage in social action, political dissent, work in
collaboration to address social problems, and challenge issues of economic inequality.
Therefore, I designed the following four research questions:
1. What motivates participants to become involved in co-curricular social
justice advocacy activities?
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2. What kinds of co-curricular social justice advocacy activities do
participants engage in (during their involvement with the Center for
Education Policy and Advocacy?
3. In what ways do participants gain capacities for progressive civic
engagement when participating in co-curricular social justice advocacy
activities?
4. In what ways do participants envision themselves in the future using
capacities they gained from their co-curricular social justice advocacy
activities?
Rationale for the Study
Issues of economic inequality continue to increase in the US (Hernandez Kent &
Ricketts, 2020; Inequality.org, n.d.; Kijakzi & McCullouch, 2018; Taylor et.al., 2011).
Concerned faculty in higher education use classroom curricula to engage students in
learning about issues of economic inequality in hopes of encouraging them to challenge
these issues. However, faculty interested in teaching college students about issues of
economic inequality face difficulties (Brewster & Fulkerson, 2005; Brezina, 1996;
Chennault, 2010; Fisher, 2008; Garoutte & Bobbitt-Zeher, 2011; McCammon, 1999;
Paula et al., 2004) that can lead to mixed learning outcomes in encouraging students to
engage in behaviors that challenge issues of economic inequality, such as poverty and
social stratification. The focus on students’ experiences in the classrooms, however,
results in neglecting the range of opportunities for civic engagement that exist on campus.
As previously mentioned, much of the scholarship regarding civic engagement
development and opportunities in higher education settings is situated in the servicelearning classroom experience. Table 1 illustrates a list of higher education programs
with concentrations, minors, and/or majors in service-learning.
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Table 1
Overview of All Programs with Concentrations, Minors, and/or Majors in Servicelearning. (Adapted from Butin (2010)

Institution
Assumption College, MA
Bryant University, RI
CSU-Monterey Bay, CA
College of St. Catherine, MN
Colorado Schools of Mines,
CO
DePaul University, IL
Emory & Henry, VA

Program
Type
Minor
Major
Minor
Minor
Minor
Minor
Minor

Title of Program
Community Service-learning
Sociology and Service-Learning
Service-Learning Leadership
Civic Engagement
Humanitarian Engineering
Community Service Studies
Public Policy and Community
Service
Concentration in Public and
Community Engagement
Leadership Studies

George Mason University, VA

Major

Humboldt State University,
CA
Indiana University, IN
Kansas City Art Institute, MO

Minor
Minor
Certificate

Murray State University, KY
Northwestern University, IL
Portland State University, OR
Providence College, RI

Certificate
Certificate
Minor
Minor

Saint Louis University, MO
San Jose State University, CA
Salt Lake Community
College, UT
Slippery Rock University, PA

Certificate
Minor
Certificate

SUNY-Stony Brook, NY
University of Baltimore, MD

Minor
Major

UCLA, CA
University of Kansas, KS
University of Massachusetts
Boston, MA
University of Missouri, MO
University of North CarolinaChapel Hill, NC

Minor
Certificate
Major

Community Service and Service Learning
Community Service-learning
Community Studies and Civic
Engagement
Civic Engagement
Service-learning
Community Studies

Minor
Certificate

Leadership and Public Service
Public Service Scholars Programs

Minor
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Leadership, Ethics, and Social Action
Community Arts and ServiceLearning
Service-learning Scholars Certificate
Certificate in Service-Learning
Civic Leadership
Public and Community Service
Studies
Service Leadership Certificate
Service-Learning
Service-learning Scholars Program

University of San Francisco,
CA
University of Wisconsin-River
Falls, WI
Vanderbilt University

Minor

Public Service

Certificate
Major

Service-Learning
Concentration in Community
Leadership and Development

Thus, research into other types of experiences in higher education settings that can
support civic engagement development is of importance. A close examination of these
experiences can contribute to existing knowledge and scholarship on civic engagement
development in higher education settings. Furthermore, this research study identifies best
practices that can be implemented to better support student activists and their activism—
an urgent need, as college student activism is too often viewed as unruly behavior that
needs to be disciplined (Frederick et al., 2017). Thus, identifying best practices that can
support student activists and their activism could shift public images of student activists
as merely juvenile, rebellious, or simply entitled (Frederick et al.; Jacoby, 2017; Linder,
2019). Historically, student activists have been supported by university faculty members.
In particular, faculty have often supported student activists when their activist goals
benefitted them. For example, faculty of color regularly support student activism that
focuses on increasing diversity among the university faculty (Chavez & Ramrakhiani,
2020).
In contrast, student activists do not feel as supported by student affairs
professionals (including administrators), feel that these individuals try to push their own
agendas upon student activists (Chavez & Ramrakhiani, 2020), and their values do not
always align (Rosati et al., 2019). Research findings indicate that student activists feel
that those student affairs professionals assigned to advise student activist organizations
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have misconceptions regarding the goal of student organizing (Rosati, et al.). Student
activists feel that student affairs professionals view their activism as angry and them as
upset individuals as opposed to viewing their actions as “their rights to advocacy”
(Rosati, et al., p. 121). Consequently, student activists often feel unheard and
marginalized by student affairs professionals, while also feeling that their relationships to
the student affairs professionals lack authenticity (Rosati, et al.). Moreover, because
student activism pushes for campus changes, it does not receive support from student
affairs professionals, resulting in fewer opportunities for “educator-supported growth and
development” available to student activists in comparison to students participating
community service and service-learning programs (Linder, 2019, p. 20). According to
Jacoby (2017), it is important to embrace student activism together with service-learning
and other types of civic engagement as a way to encourage students’ “lifelong democratic
engagement” (p. 7).
Creating a supportive environment for activists should be a goal of higher
education institutions. One way this can be done is by having university professionals
work with students to characterize and visualize what a “safe and inclusive campus
climate” could be like for student activists (Martin, 2014, p. 91). This collaborative work
could help to purposefully create space and structures in which student activists can
congregate with each other, partake in constructive dialogue, and receive support from
faculty and staff, which could subsequently cultivate “a sense of belonging” in academic
environments (Martin, 2014, p. 91). Feeling that they belong can help student activists
feel validated and encourage them to engage in positive behavior, which can further
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encourage them to develop their capacities for progressive, democratic, civic
engagement.
Improving the relationship between student affairs professionals (in particular
those who have power to make institutional change) and student activists is another way
to ensure a supportive environment for student activism. Rosati et al. (2019) suggested
that student affairs professionals develop advising/mentorship relationships with student
activists to foster open communication and understanding of institutional processes of
change. Collaborative relationships between student activists and student affairs
professionals can produce many benefits for groups, such as reduced risk of negative
media exposure as well as more pleasant interactions (Harrison & Mather, 2017).
Student affairs professionals should also spend more time listening to student
activists and address systemic change (Rosati et al., 2019). As issues of oppression
continue to be part of university campuses and student activists continue to bring
awareness and demand their campus environments are improved, it is more crucial that
university educators and administrators listen to these demands and take steps toward
bettering their campuses (Rosati et al., 2019). By not engaging authentically with
students seeking to understand and transform the systems and structures that preserve
injustice and oppression, education for civic learning and democratic education fails
(Jacoby, 2017). Only by embracing student activists can higher education staff better
position students to create more “socially just environments” on their campuses, while
simultaneously contributing to address issue of oppression in the larger community
(Rosati et al., 2019, p. 24).
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Higher education officials could look to current political activists who have
successfully influenced changes in society. For example, the efforts of activists focused
on reducing funding for police departments have led to more than 20 major cities to
reduce their police budgets by $840 million, with at least $160 million being invested
instead in community services (Levin, 2021). Political activists have also been able to
influence policymaking. The mobilization of Asian American activists combatting the
rise in Asian American hate crimes during the pandemic influenced Congress to pass the
Covid-19 Hate Crimes Act (year) to strengthen protection for Asian Americans from hate
crimes. Another example of legislation influenced by political activism is the George
Floyd Justice in Policing Act of 2021, which was passed by the House, but it has not
become a law yet. This bill (H.R. 1280) addresses various policies and issues having to
do with policing practices and law enforcement accountability; it increases accountability
for law enforcement misbehavior, limits the use of specific policing practices, improves
transparency and data collection, and institutes best practices and training requirements
(Congress.gov, 2021). These examples of political activism demonstrate the positive
impact that activism can have in society and reinforces the importance of supporting
student activists on college campuses. This college-level support is important because it
increases the possibility that student activists will continue to engage in activism into
their adult lives.
Significance of the Study
Conceptual and Empirical Significance
Higher education not only prepares individuals to be skilled workers (Robertson,
2009); among its other responsibilities is the formation of a citizenry that is empathic and
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understands social injustices and has the skills and courage to challenge these injustices
by working across social identity differences (Hurtado et al., 2002). According to
Malaney (2006), the increase in anti-humanitarian acts around the world resulting in a
reduction of individual and civil rights all but requires educators to examine how they
teach civic responsibility, humanitarianism, equality, and social justice. A vision for civic
learning incorporating knowledge, skills, values, and the capacity to work with others on
“civic and societal challenges” needs to be embraced by higher education institutions to
help increase the number of “informed, thoughtful, and public minded” citizens that will
contribute to “public life” (The National Task Force on Civic Learning and Democratic
Engagement, 2012, p. 6).
Civic learning is key in preparing students to succeed both as citizens and
employees (Department of Education, 2012). According to Checkoway (2012), higher
education has limitless potential for civic work by implementing extracurricular activities
that help students develop civic competencies. Thus, several colleges and universities
(private and public) have established new centers for civic action and civic learning that
offer service-learning programs, community-based research, and campus-community
collaboration opportunities (Checkoway, 2012). Some examples include the Jan and Bud
Richter Center for Community Engagement and Service-learning at Fresno State
University, the Institute for Civic and Community Engagement at San Francisco State
University, the Center for Community and Civic Engagement at Elizabethtown College,
the Center for Community Engagement at Indiana State University, the Institute for Civic
Engagement at SUNY Cortland, and the Lang Center for Civic and Social Responsibility
at Swarthmore College. This rise of civic learning opportunities in higher education has
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resulted in a significant amount of scholarship focusing on the benefits of servicelearning experiences during college.
Service-learning is a pedagogy that dismisses the traditional banking model of
education and is “committed to connecting theory and practice, schools and communities,
the cognitive and ethical” (Butin, 2010, p. 3). Mitchell (2007) argued that there are two
approaches to service-learning: traditional service-learning “emphasizes service without
attention to systems of inequality”; critical service-learning, on the other hand, “is
unapologetic in its aim to dismantle structures of injustice” (p. 1). Furthermore, critical
service-learning “re-imagines the roles of community members, students, and faculty in
the service-learning experience” (Mitchell, 2007, p. 1). As noted, most scholarship that
focuses on civic learning is situated within the experience of service-learning (Hutzel,
2007; Inella, 2010; Kresnky, 2008; Mitchell, 2015) and critical service-learning
(Mitchell, 2007). Therefore, it is important to examine other experiences in relation to
civic learning that students have while enrolled in college to learn about other
practices/models being used to prepare students for civic participation.
Participating in campus activism during college can prepare students for
democratic civic engagement post-college. Given that higher education institutions are a
microcosm of society, and often the issues student activists address within their campus
are deeply rooted in society’s most valuable and influential institutions (Jacoby, 2017),
student activists can develop civic capacities to combat society’s social issues and make
it more just. Experience with student activism can also support students in developing a
desire to advocate for their fellow citizens. For example, a research study focusing on the
experiences of Mexican American women activists showed that their experience with
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activism led them to develop a “lifelong calling to advocate for Latinos” (Hernandez,
2012, p. 700).
Student activism can support students in learning how to make institutional
change. For example, student activists at Columbia University were successful in
demanding that their institution divest their endowment from private prisons (Ransby,
2016). Similarly, at the University of Missouri, student protests (including the university
football team’s refusal to play) addressing the campus racial climate led to the resignation
of the university’s chancellor (Pérez-Peña, 2015). Through their activism, student
activists challenge university administrators to engage in combating oppression on their
campuses and in their larger communities (Linder, 2019). Considering the positive
outcomes of student activism regarding civic engagement preparation, more research
should be conducted on how participating in college student activism contributes to the
development of progressive, democratic, civic engagement.
A goal of my study was to identify effective practices that can support college
students to build the capacities needed for progressive, democratic, civic engagement in
the belief that such capacities will catalyze students to develop into social justice-oriented
citizens. By engaging in progressive civic engagement, students can take part in
mitigating various types of inequalities and oppression, such as classism, racism, sexism,
ageism, and heterosexism.
Personal Significance
Civic engagement is also significant to me, both as an individual and as a social
justice educator. My experiences as a working class Latinx woman, who immigrated to
the US as a child, have influenced and continue to influence my desire to be civically
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engaged in the democratic discourse of the US. My identity as a naturalized citizen also
influences my motivation to be civically engaged. As a social justice educator, I believe
that it is imperative that institutions of learning prepare students for civic participation, to
help restore the fragility of our democracy, and to address manifestations of oppression.
It was not until I attended college that I began to understand the importance of
civic engagement. I became conscious of the importance of civic engagement through my
involvement in college student activism. Given my social identities, throughout my
engagement with campus activism, I mainly focused on addressing issues of racism and
issues of economic inequality manifesting at my institution. My experience with student
activism provided me the opportunity to engage across differences with other students
allowing me to see the importance of solidarity work to create change.
When I became a Ph.D. student, I became highly interested in the pedagogical
practices used to prepare college students for civic engagement. As a graduate student, I
taught an undergraduate social diversity education course for five years. The course
focused on teaching students about forms of oppression: racism, sexism, heterosexism,
classism, transgender oppression, ableism, and religious oppression. I used a social
justice education pedagogical approach in the course. Social justice education gives
students the “tools for examining how oppression operates both in the social system and
in their personal lives of individuals from diverse communities” (Bell, 2016, p. 3).
While teaching the course, I noticed that it was challenging to move students from
awareness to action in the area of classism, in comparison to moving students from
awareness to action when learning about racism. When I would read students’ papers,
they often showed an increased level of awareness of how classism functioned on an
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individual, societal/cultural level, and institutional level; however, when discussing the
roles they could take in addressing classism, it was often on an individual level, but not
so much on an institutional level. While I am not exactly sure why students did not show
much commitment to address classism on an institutional level, I would suggest that the
reason for this has to do with the way in which students were influenced by meritocratic
ideology. In my experience in teaching about racism and classism, students appear to be
more receptive to the idea that racial privilege exists than to the idea that class privilege
exists. Shaking off the idea that our class status and material conditions are not just due to
hard work or a lack thereof appears to be difficult for individuals. The course also utilized
panels as a teaching tool, in which panelists would share their experience with a
particular form of oppression. Panels were implemented because personal storytelling can
support students in learning about oppression. The students often enjoyed the panels;
however, I noticed that storytelling about experiencing classism did not motivate students
to take action against classism in the way in which storytelling about racism motivated
students to commit to take action to address that “ism” on an institutional level.
One reason for this difference might be due to the constant promotion of a
meritocratic ideology (via the media, education system, places of employment, work
culture) that can make it difficult for students to see the role that structural inequality has
in achieving upward social mobility. This experience led me to become specifically
interested in identifying pedagogical practices intended to prepare college students for
civic engagement that addresses issues of economic inequality.
Given that my experiences with student activism fostered my desire to want to
civically engage in our democracy, I became interested in exploring how participating in
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student activism can prepare college students for democratic civic engagement in a
progressively oriented manner, especially to address issues of economic inequality. My
hopes are that this research (a) can contribute to the field of civic education by
positioning student activism as another experiential learning experience that can prepare
college students for progressive, democratic, civic engagement; and (b) that encourages
faculty, student affairs professionals, and administrators to be more supportive of student
activists and their actions.
Organization of Dissertation and Chapter Overview
The dissertation is organized into five chapters. In this first chapter, I introduced
the study, and I provided the problem statement, rationale, and significance of the study.
In the second chapter, I review relevant empirical and theoretical literature focusing on
classroom curricula that addresses issues of economic inequality, civic education, and
student activism. In the third chapter, I describe the research design and methods I
employed to conduct the study: research design, site, participants, data collection, data
management and analysis, my role as researcher and limitations of the study. I also
discuss the actions I took to ensure trustworthiness in the study. In Chapter 4, I present
the research findings drawing from the survey data and interviews. In the final chapter, I
discuss the significant findings, and future implications.
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CHAPTER 2
LITERATURE REVIEW
Introduction
In order to ensure the nation has a stable and strong democracy, engaged civic
participation from all citizens is necessary. Historically, voting has been thought of as the
most common practice for civic engagement in the nation’s democracy. Lamentably, data
from the Pew Research Center indicates that in 2016 the U.S. had a 55.7% voting age
population (VAP) turnout, which lags behind many of the nation’s counterparts in the
Organization for Economic Cooperation and Development (OECD) (Desilver, 2020).
According to the OECD, based on the most recent nationwide election, the U.S. placed
26th out of 32 nations in voter turnout (Desilver, 2020). While the OECD’s claim
regarding the U.S. voting participation is important to acknowledge and address, their
analysis is oversimplified, as they fail to acknowledge the existing obstacles that have
made, and continue to make, voting difficult for individuals (i.e., voter suppression,
individuals’ inability to physically get to the voting polls).
Recently, the results of the 2020 election showed that some traditionally red states
(a term to indicate that the state voted primarily Republican) turned blue (the state
primarily voted Democrat). As Republicans feel threatened by this shift, they have
launched an attack on voting rights in many states, including 28 new laws in 17 states
attempting to restrict voting rights (Boschma, 2021). More than half these laws make it
harder for citizens to vote using an absentee ballot and to vote by mail, despite a record
number of mail-in votes in the 2020 presidential election (Boschma, 2021), which
demonstrated to be a promising strategy to increase voter participation. These restrictions

26

on voting rights are intended to disenfranchise the people who have historically
experienced voter suppression (Baum et al., 2020; Newkirk, 2018) and therefore
threatens the stability of the nation’s democracy.
Unfortunately, the implementation of new voting restrictions is not the only
current threat to the nation’s democracy; another threat to the stability of the nation’s
democracy is the possibility of violent acts of dissent by citizens who disagree with
election results. An example of this is the attack on the nation’s Capital by pro-Trump
rioters attempting to overturn the 2021 presidential election. On this day, rioters violently
and forcefully entered the Capital in an attempt to prevent the count of the electoral votes
intended to formalize the Biden election. Some rioters had planned to take justice into
their own hands by punishing government officials whom they deemed corrupt and at
fault for not defending the falsehood that Trump was the actual winner of the election.
The attack on the Capital is a clear threat to the stability of the nation’s democracy;
however, many of those involved in the attack think otherwise and consider their actions
to be a form of civic engagement. Rioters thought they were simply exercising their
Constitutional rights; this desire to take action was reinforced by the false narrative about
the elections being stolen, and the former President’s message suggesting they take
matters into their own hands to make it right.
These events that threatened the nation’s democracy underscore the need for a
prepared, engaged citizenry; one that, besides voting, can become involved in community
organizing or participate in activist movements. According to Hurtado (2019), engaged
citizenship requires that college students develop “capacities and habits of mind such as
knowledge, skills, and values to counter misinformation, negotiate conflict, and identify
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threats to a pluralistic democracy” (p. 94). Engaged citizenship is vital to democracy, but
how can this be achieved? One way to ensure robust civic engagement is via civic
education, particularly in higher education institutions. Civic education can be understood
as preparation of an individual “for informed, engaged, participation in civic democratic
life” (U.S. Department of Education, 2012, p. 2). It can support students in developing
the capacities needed for civic engagement, which can contribute a civic vitality that
sustains democracy. Civic engagement “is a process in which people take collective
action to address issues of public concern” (Checkoway & Aldana, 2012, p. 1894).
Education plays a fundamental role in building “civic vitality” (The National Task
Force on Civic Learning and Democratic Engagement, 2012, p. 2). Civic vitality has to
do with the strength of social networks that are part of a community, region, province,
and nation, and can be seen in institutions, organizations, and informal practices
developed by individuals as a way to share resources and create relationships (Canadian
Council of Social Development, 2022). Preparing students for “informed participation in
civic and democratic life” (U.S. Department of Education, 2012, p. 2) can help with
creating civic vitality in the U.S.
In the 21st century, higher education has a “distinct role to play” in the process of
restoring U.S. democracy (The National Task Force on Civic Learning and Democratic
Engagement, 2012, p. 2), particularly in fostering democratic citizens, in part because of
its extensive history in doing so. Some scholars assert that higher education is expressly
responsible for citizenship development. According to Hurtado (2019), the cultivation of
citizenship is embedded in the goals of higher education. Higher education has the
responsibility to help develop citizens who can become “architects of new solutions to
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lingering social problems” (Hurtado, 2007, p. 186). Thus, higher education institutions
“are valuable laboratories for civic learning and democratic engagement” (American
Association of Colleges &Universities,, 2011, p. 2). Given this unique role, substantial
investment should be made in the capacity of higher education to revamp the “social,
intellectual, and civic capital” of the U.S. (The National Task Force on Civic Learning
and Democratic Engagement, p. 2).
Historically, post-secondary education institutions have included civic missions
for undergraduate education, such as “education for democracy” (Checkoway, 2012, p.
25). Education for democracy incorporates values of “liberty, equality, individual worth,
open mindedness, and the willingness to collaborate with people of different views and
backgrounds toward common solutions for the public good” (The National Task Force on
Civic Learning and Democratic Engagement, 2012, p. 1). There is great potential for
civic work within higher education; for instance, conducting research focusing on ways
to benefit society or implementing courses and extra-curricular activities to help students
develop civic competencies (Checkoway, 2012). Preparing college students for civic
engagement can prepare a citizenry that contributes and helps maintain the nation’s
democracy. Research shows that interaction with diverse peers during college results in
democratic outcomes (Hurtado, 2005). A democratically -engaged citizenry has a greater
likelihood of addressing and even mitigating social problems. Both of these outcomes are
critical to help further the U.S. as a more democratic and equitable nation.
If higher education is tasked with the responsibility of preparing students for
democratic civic engagement, then it makes sense to examine the practices being
implemented. Civic education can foster a sophisticated and mature understanding of
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civic matters in students (Carretero et al., 2016). According to Carretero et al., there are
four conceptions that inform civic education: procedural democracy, deliberative
democracy, democracy as social justice, and democracy as a mode of living. Each of
these models promotes certain types of civic engagement, thus demonstrating how civic
education has different goals and uses different learning approaches. In this literature
review, the civic education practices that I discuss propose democracy as social justice.
Civic education informed by democracy as social justice acknowledges the
“pervasiveness and importance of conflict, controversy, and dissent in social and political
life, as well as the power relations and different forms of systemic violence, oppression,
and exclusion that require change” (Carretero et al., 2016, p. 302). I use the previously
mentioned definitions to delimit the scope of the research included in this literature
review: civic education, informed by democracy as social justice, in both curricular and
co-curricular higher educational settings in the U.S.
Civic education practices used in higher education settings can be broken into two
main categories—curricular and co-curricular—both of which utilize active learning
approaches that typically integrate “learning by doing” into the curriculum enacted inside
and outside the classroom (Bonwell & Eison, 1991). Curricular refers to undergraduate
courses implemented to prepare college students for civic engagement that can address
social problems. Different from curricular, co-curricular focuses on learning experiences
that take place outside the classroom that can challenge social problems (Zúñiga et al.,
2015).
The first body of literature reviewed focuses on the sociology curricula intended
to teach about social stratification and poverty through the use of simulations. This first
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exploration into the literature denoted that while simulations are a valuable practice in
teaching about social stratification and poverty, they do not necessarily lead students to
engage in social action at the end of the course (Valdivia, 2017) . The findings in the first
body of literature reviewed led to the review of the three other bodies of literature that
include diversity and social justice education and critical-service-learning. The last body
of literature reviewed is student activism as education, which illustrates co-curricular
efforts implemented to support students for civic engagement.
The curricular and co-curricular efforts discussed rely on active learning
approaches to foster self and critical awareness and skill development. Bonwell and
Eison’s (1991) foundational work suggests that an active learning process requires
students to engage in analysis, synthesis, and evaluation, and rejects the idea that students
should be positioned as passive learners. Active learning consists of instructional
activities that have students “doing things and thinking about what they are doing”
(Bonwell & Eison, 1991, p. iii), and uses a student-center pedagogical approach (Allsop
et al., 2020) that encourages students to explore their own attitudes and values (Bonwell
& Eison, 1991). For students to succeed in a course using an active learning framework,
they need to access and examine the course content beyond the way this is usually done
in traditional lecture classes (Allsop et al., 2020). Furthermore, active learning
pedagogical practices lead to higher engagement, participation, and learning, given that it
has foundations in constructivism (Allsop et al., 2020). The benefits of active learning
include increased participation, engagement, learning, increases in communication and
interactivity, satisfaction, and flexibility (Allsop et al., 2020).
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I begin this literature review by exploring the use of simulations to teach about
social stratification as well as poverty in sociology courses, and then explain their impact
on civic engagement. I focus on examining the use of simulations because they provide a
valuable active learning experience about real world issues within a classroom setting.
Another reason I give attention to simulations teaching about social stratification and
poverty is because “issues of difference and inequality” are fundamental parts of
sociological conversations (Hattery, 2003, p. 413). Moreover, because these types of
activities provide students with the opportunity for a cognitive and emotional learning
experience of the content.
Next, I discuss the civic learning curricula in higher education and its impact on
civic engagement. In this discussion, I emphasize critical service-learning and diversity
education that uses a social justice framework. I focus on critical service-learning
because it is common practice in higher education institutions to prepare students for
civic engagement. Similarly, I include diversity education in my review because it is a
growing practice in higher education utilized to prepare students for participation in a
diverse democracy (Hurtado, 2003). I consider critical service-learning and diversity
education that uses a social justice framework to be one level up from simulations. This is
because it offers students the opportunity to engage in a form of active learning that
bridges the classroom with real-world problems.
The last body of literature I discuss focuses on student activism on college
campuses and its impact on civic engagement. In comparison to simulations, critical
service-learning, and diversity education, student activism provides students with a cocurricular active learning experience that encourages them to take action to address real
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world problems (usually campus issues) in real time. Engaging in student activism is an
active learning experience that positions students to do things and think about why they
are doing them, as suggested by Bonwell and Eison (1991).
Reviewing these four bodies of literature confirms that active learning pedagogy
supports college students in gaining capacities for democratic civic engagement. The
different active learning pedagogies lead students to gain different types of capacities.
While using simulations supports students in gaining knowledge, this active learning
pedagogy does not support students in gaining skills. The other three active learning
pedagogies reviewed are able to support students in gaining both knowledge and skills.
Teaching and Actively Learning about Stratification and Poverty
I review literature that focuses on curricular efforts that use simulations to teach
about social stratification and poverty as opposed to other social issues because (a) of the
increasing economic disparities in our nation, (b) much of the literature that discusses
preparing college students for civic participation in a diverse democracy primarily
focuses on racial/ethnic diversity, and (c) the sociology curriculum preparing students to
grapple with issues of economic inequality mainly focuses on social stratification and
poverty. I reviewed the empirical literature employing simulations because I was
interested in gaining insight into active learning pedagogical practices of sociology
faculty who focus on raising awareness about issues of inequality among undergraduate
students. Experiential education about social stratification and poverty promotes civic
engagement by teaching about social issues, with the intention of moving students from a
place of awareness to a place of action.

33

Economic inequality is a critical issue in the U.S. that continues to worsen.
Increasing economic inequality in the U.S. has real material consequences and will
continue to negatively impact economically vulnerable citizens. For example, data show
that in 2017 an estimated 39.7 million Americans were living in poverty (Center for
Poverty and Inequity, n.d.). As discussed in Chapter 1, there is increasing wealth
disparity among U.S. citizenries. To start addressing the underlying problem illustrated
by these alarming statistics, it is vital that college students are prepared for civic
engagement that can address issues of economic inequality.
Faculty who teach about economic inequality do so because they believe college
students should (a) understand how groups in power maintain their positions by
structuring the system to benefit themselves, (b) see how systemic structure creates
disadvantages, and (c) recognize how class privilege intersects with other kinds of
privilege (Dundes & Harlow, 2004). Although teaching students about social inequality is
a key concern and mainstay in the field of sociology (Garoutte & Bobbitt-Zeher, 2011),
the “sociological analysis of inequality” can be a difficult topic for students to learn
(Brezina, 1996, p. 218). This difficulty is in part because of ideology: through
socialization, students may be most likely to believe that “individual qualities such as
hard work, motivation, intelligence, educational qualifications and experience” can make
a difference in a person’s destiny (Groves et al., 1996, p. 364) while ignoring or lacking
awareness of how structural inequality can limit opportunities. A typical belief among
college students is that in the U.S. everyone has an equal opportunity to achieve the
American dream (Tiemann et al., 2006). Curricula implemented in higher education
settings intended to teach college students about issues of social stratification and poverty
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contributes to student knowledge and awareness regarding issues of economic inequality
in the U.S.
The use of simulations is a common pedagogical practice used to teach about
social stratification and poverty in sociology courses. This pedagogical approach enables
students to cognitively process material and engage it on a “sensorimotor level by
emotionally and physically facing course content” (Wills et al., 2005, p. 389).
Simulations work on several levels within an experiential learning pedagogical
framework: they bring up emotions and feelings for students that are important to manage
(Fisher, 2008); they help college students make connections between stratification
concepts (Norris, 2013); and they aid students in understanding structural thinking
(Groves et al., 1996). By participating in simulations, college students can develop a
sociological perspective that allows them to recognize the influence of social structures in
individual lives (Wills et al., 2005). Perhaps most importantly to educators, simulation
activities seem to help students overcome their resistance to thinking structurally about
social class inequality, meritocracy, and mobility (Norris, 2013). In short, simulations aid
the development of a sociological perspective. Students’ development of a sociological
perspective is important because they will be able to critically examine the issues of
economic inequalities they encounter and make informed decisions about the role they
can take in addressing these issues.
Simulations focusing on social stratification can enable college students to gain an
understanding of social inequality as an existing position in the “socio-economic class
system” defined by the characteristics of “power, prestige, and privilege” (Fisher, 2008,
p. 273). Equally important, by participating in simulations that focus on social
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stratification, students can develop an understanding that the work experience of people
who are part of a lower social status is different from the experience of individuals who
belong to a higher social class status. The development of this understanding is illustrated
by the simulation USA Stratified Monopoly, which I discuss in more detail later in the
chapter. Similarly, to faculty teaching about social stratification, faculty teaching about
poverty also makes use of simulations. Poverty-focused simulations introduce students to
the multiple dimensions of poverty affecting people throughout their lives, including
issues related to “housing and education disparities, job status, social capital, and health
outcomes” (Bramesfeld & Good, 2015, p. 98). Teaching college students that poverty is
multidimensional can help concretize the abstractness of poverty. Poverty is
multidimensional because it not only has to do with money, but it also has to do with a
lack of access to “work, health, nutrition, education, services, housing and assets, among
others” (Alkire, 2013, p. 44). Learning that poverty has multiple dimensions can enable
college students to begin to understand that people experience poverty differently. Given
the focus of this literature review, which has to do with understanding how higher
education institutions prepare college students for democratic civic engagement, in the
next section, I discuss the effects of using simulations to teach about social stratification
and poverty on civic engagement.
Simulations Effects on Civic Engagement
In this section I discuss how the sociology curriculum that uses simulations to
teach students about social stratification and poverty prepares students for civic
participation. To understand how the sociology curriculum prepares college students for
civic engagement, I reviewed the literature that focuses on the use of simulations to teach
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about social stratification and poverty. In my examination, I identified nine themes that
students learned about that help illustrate the way the sociology curricula prime college
students for civic participation that can combat issues of economic inequality. These
themes include empathy development, the role of social capital in social stratification,
structural inequality, inequities in the labor market, the experience of families living on
the minimum wage, the experience of families living on food stamps, the multiple
dimensions of poverty, and development of sociological awareness.
Empathy
Empathy, the belief goes, could lead students in the future to take roles that help
mitigate social stratification and poverty. For Fisher (2008) and other proponents of the
curricula reviewed here (e.g., Nikols & Nielsen, 2011; Vandsburger et al., 2010),
empathy is the ultimate goal: as college students begin to understand how the conditions
of poor people are not the outcome of lack of effort and laziness, students move away
from blaming poor people for their conditions and life choices. Participating in
simulations can lead students to have “intense emotions and reactions” (Fisher,2008, p.
281). These emotions and reactions support students in developing empathy that can
hopefully lead them to address issues of economic inequality.
Proponents of simulations believe that having space to develop or explore the
emotions around inequities might help students develop empathy toward individuals who
lack economic privilege. Empathy is placed at the core of these simulations so that it
leads students to care about people experiencing economic inequality and developing
critical understanding of economic conditions, in hopes that they will engage in taking
action to address these issues. For example, in USA Stratified Monopoly, because each
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player has a different social class status, students gain an understanding of the work
experience of individuals from a lower social class status, which differs from those in
higher social class statuses. Students see, but also feel, how structural barriers can create
limitations. By participating in simulations focusing on social stratification, college
students experience the kinds of limitations caused by structural barriers, which can lead
them to develop empathy for individuals belonging to lower social classes, which allows
students to analyze their own beliefs regarding the “American Dream” (Fisher, 2008).
Nikols and Nielsen (2011) likewise linked participation in the Missouri Association for
Community Action Poverty (MACAPSP) simulation to greater understanding, which in
turn encourages college students to develop capacities for empathy for the poor.
Vandsburger et al. (2010) added that the MACAPSP simulation helps college students
better understand and perceive people’s experiences with poverty, which subsequently
allows them to better relate to poor people.
Role of Social Capital
By participating in simulations that focus on teaching about the function of social
networks, students learn about the role that social capital plays in social stratification.
Reversal of the Fortune is a simulation activity that shows how obtaining a job that is
considered “good” most often requires the help of people with power who hold
knowledge regarding good employment (Groves et al., 1996). By participating in
Reversal of the Fortune, students learn about how society is made of informal networks
that people use to acquire jobs; the better the network a person has access to, the better
the job opportunity (Groves et al. 1996). By developing an understanding of how
informal networks lead to success or lack thereof in the job market, students can
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comprehend how social capital can be leveraged in society for self-gain, where social
capital is understood as “the social networks one is part of and to which one has ready
access” (Adams et al., 2016, p. 217). Understanding how social capital can be leveraged
to access success might contribute to students’ development of empathy toward people
experiencing economic inequality. Students might consider that people are in their class
status not due to lack of hard work, but maybe because of not having the right social
connections that lead to well-paying employment.
Structural Inequality
Creating active learning exercises around social class gives college students the
opportunity to “implicate themselves in social stratification systems” (Wills et al., 2005,
p. 394). Moreover, teaching students about social stratification helps them better
understand the structural constraints inhibiting the success of racial minorities (Groves et
al., 1996). As they make connections between race and class, college students can begin
to understand the role race plays in economic upward mobility. Students who can make
connections between race and class can understand why people of color have difficulty
improving their economic conditions, which is critical to effectively addressing the
overall economic inequality in the U.S. Furthermore, understanding the role that
structural constraints play in upward mobility can help demystify the idea that improving
one’s economic condition is readily accomplished through hard work.
The simulation Beat the Bourgeoisie enables students to gain a deeper
understanding of structural disadvantages as well as social and cultural capital (Norris,
2013). After participating in Beat the Bourgeoisie, students see how existing structural
factors in social life impact social stratification, which allows them to identify and offer
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explanations for social inequality in ways they could not before (Norris, 2013).
Participating in this simulation provides students the opportunity to make connections
between stratification concepts and understandings and explanations of mobility
restriction, cultural, and social capital. According to Norris, most simulation activities
teaching social stratification fail to include cultural capital, which he noted as
problematic because by omitting cultural capital, students fail to understand social class
reproduction.
Similarly, the simulation Stratification Puzzle raises students’ awareness of social
and structural constraints that prevent individual success (Wills et al., 2005). Via their
participation, students learn about how “resources stratification” can limit or contribute to
an individual’s success. These resources include economic capital, social capital, and
cultural capital. The role of social capital is emphasized, which permits students to reflect
on how an individual can access resources through their social relations (Wills et al.,
2005). The Stratification Puzzle affirms to students that hard work does not necessarily
end up in success, allowing them to acknowledge existing social factors preventing
individual success (Wills et al., 2005).
Coghlan and Huggins (2004) discussed using Stratified Monopoly to provide
students with the opportunity to experience different levels of social stratification, while
challenging the notion that individual talent or motivation are sufficient to prevail over
structural barriers preventing upward class mobility. By participating in a Stratified
Monopoly simulation, students experience both upward and downward mobility, which
leads them to realize that moving up the economic ladder is not as common as they
believed (Coghlan & Huggins, 2004). The experience illustrates to students that even
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when individuals are able to overcome structural inequalities, most often they stay in the
social strata in which they began (Coghlan & Huggins, 2004).
The simulation Star Power demonstrates how inequality is created by using and
abusing power. The simulation illustrates the “structural conflict perspective of inequality
that reflects Karl Marx’s notion of exploitation,” and is helpful when explaining the
concept of false consciousness to students and showing them why exploitation fails to
lead to “social class (or social status) solidarity and society change” (Dundes & Harlow,
2004, p. 33). Through their participation in simulations, students gain an understanding of
how those in power keep their social status by “structuring the system to their
advantage,” while making social upward mobility difficult for other individuals (p. 35).
Furthermore, Star Power helps students understand the way social factors and not
personal factors operate in enabling folks to move up the economic ladder or remain
stuck at the bottom (Dundes & Harlow, 2004).
Another simulation, the Vanishing Dollar, helps students understand how
inequality limits opportunities available to individuals despite “personal merit and hard
work” (Harlow, 2009, p. 194). Via their participation in the Vanishing Dollar, students
experience the “disproportionate distribution of wealth and income present in the U.S.,”
and the experience helps college students better appreciate what “this inequality” means
regarding “opportunity and social mobility” (p. 196). Participating in the simulation leads
students to eventually begin to question the validity of merit (Harlow, 2009).
Inequalities in the Labor Market
Students learning about the inequities in the labor market is another learning
outcome of the sociology curricula used to teach about social stratification and poverty.
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McCammon (1999) discussed using a Budget Scenario Activity as part of a unit focusing
on teaching college students about social stratification. The Budget Scenario Activity
differs from the previous simulations discussed in that it takes a more applied
mathematical approach to teach students by requiring that students engage in budget
development. Unlike other simulations that focus on individual or group responses to and
experiences of the costs of social inequity, the Budget Scenario Activity offers students
the opportunity to think at a policy-level and provides insight to the function of social
stratification. Participating in the Budget Scenario Activity enables students to begin to
see that even if all citizens possess the skills needed to fill a high-status job, the number
of slots available for these jobs are limited (McCammon, 1999).
Similarly, the Counter Factual Exercise leads students to realize that, although
everyone could have the skills and motivation to fill “high status position,” this would not
be possible because the labor positions that are less “prestigious and lesser-paying”
would still need to be filled (Brezina, 1996, p. 221). Students see how upward mobility
on a mass scale is not possible due to “an inequality of occupation wages, even if all
members of society happen to possess the requisite attributes” (p. 222). Brezina
concluded that the Counter Factual Exercise enables students to better understand social
inequality.
Understanding the Experience of Families Living on Minimum Wage
Research that examines the impact of budget exercises in supporting students to
develop a more “sociological understanding of social class inequality and poverty” is
limited (Garoutte & Bobbitt-Zeher, 2011, p. 228). Garoutte and Bobbitt-Zeher aimed to
address this gap by implementing the use of a budget exercise that creates opportunity for
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students to see the struggles that families living on the minimum wage experience.
Budget exercises are typically used to teach students about social class and require that
students create family budgets that reflect the “distribution of income is the U.S.” (p.
229). The budget exercise creates an opportunity for students to acknowledge, examine,
and question their beliefs about poverty and class; explore the daily barriers and
opportunities of the working poor; and make connections between minimum wage and
issues of poverty. The activity, thus, encourages “less individualistic and more structural
thinking about inequality” (p. 39) and elicits a more sociological perspective on social
class inequality. Getting students to think in a less individualistic way is critical in
developing a citizenry that will be concerned with taking on a role to address the nation’s
increasing economic inequality. Diminishing a person’s individualistic ideology might
lead them to care for the collective and encourage them to take a role in addressing
increasing economic inequality. Helping students think more on a structural level, rather
than individualistically, can also help debunk a meritocratic ideology that is often used to
justify people’s social status.
Families Living on Food Stamps
The simulation The Hunger Diet gives students an opportunity to gain an
understanding of the experience of families living on food stamps. By participating in
The Hunger Diet, students learn about how social class inequality impacts contemporary
American families (Hattery, 2003). In the Hunger Diet, for two days when buying food,
students are expected to spend only the sum of money that equates to food stamps that
poor families receive to spend in a day for food. As part of the simulation, students eat on
and off campus; for off-campus meals, students end up relying on cheap fast food for

43

their meals (Hattery, 2003). Student journal entries demonstrate that throughout their
participation in the simulation, students experience hunger, which enables them to see
why people in poverty are disproportionately impacted by health issues, such as weight
problems, and how experiencing hunger and not having one’s basic needs met can create
challenges in one’s ability to be productive and motivated. The Hunger Diet differs from
other simulations previously discussed in that it takes places outside of the classroom and
it lasts for a longer period of time.
Recognizing the Need for Affordable Housing
The simulation Shantytown intends to give students an opportunity to briefly
experience homelessness (Hattery, 2003). Shantytown requires students to sleep outside
for a night in a “cardboard box shantytown” (p. 421) built by the class. Students sleep in
a cardboard box throughout the night, which enables them to recognize why affordable
housing is important and helps them acknowledge the lack of affordable housing in the
local community where their institution resides. By understanding the importance of
affordable housing, students may be more encouraged to vote for policies that support the
development of affordable housing. Supporting these policies can help address
homelessness, a crucial issue of economic inequality.
Multiple Dimensions of Poverty
The simulation Game of Social Life is intended to introduce students to the
multiple dimensions of poverty affecting people throughout their lives (Bramesfeld &
Good, 2015). The multiple dimensions of poverty include issues related to housing and
education disparities, job status, social capital, and health (Bramesfeld & Good, 2015).
To teach students about the dimensional multiplicity of poverty, the Game of Social life
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uses four elements: a character profile, budget exercise, experiential board game, and a
discussion. By participating in the Game of Social Life, students gain a new perspective
on poverty, reflect on inequality and the reasons given for the existence of poverty,
engage in self-reflection about privilege and oppression, and attempt to identify solutions
to mitigate poverty (Bramesfeld & Good, 2015). Teaching college and university students
the multiple dimensions of poverty can help break the abstractness of poverty.
Furthermore, showing multiple dimensions can help students better understand the
different manners in which people experience poverty.
Sociological Awareness
The simulation Which Car Am I? focuses on the role of cars as symbols of class
status. This simulation provides opportunities for students to explore myths about
poverty, and it demonstrates the impact of inequality of access to opportunities despite an
individual’s hard work; furthermore, the simulation creates space for college students to
examine myths about poverty, poor people, unemployment reasons, and competitive
individualistic ideologies. Which Car Am I? shows students the “saliency of stereotypes
in people’s lives” (Tiemann et al., 2006, p. 355), giving them the opportunity to apply a
sociological framework to their own assumptions about the world. This opportunity
allows students to see how views grounded in “common sense” assumptions are often
partial, mistaken, and even invalid. Students learn that the car one drives can serve as a
“public declaration” of one’s standing in the “system of social stratification and how they
should be treated” (p. 400). Thinking about how a person’s car can symbolize their
standing in a stratified social system can also help students understand how material
objects serve as symbols of class status. By participating in the simulation, students’
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“common sense understanding of social life” is replaced with “sociological awareness”
(p. 402).
Summary
In this section of the literature review I covered the use of simulations used to
teach college students about social stratification and poverty to prepare them to grapple
with issues of economic inequality. The review of this body of literature provides a useful
overview of how simulations can be a valuable pedagogical method to engage students in
active learning experiences seeking to expose to students about social issues. Table 2
summarizes the key aspects of the capacities gained for civic engagement via the social
stratification and poverty curricula and the specifics regarding this active learning
experience that supported them in gaining the capacities. All the simulations provided
students with the opportunity to participate in some activity that led them to experience
poverty and social stratification issues. A few of these simulations also created
opportunities for students to reflect on their simulation experience through journaling.
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Table 2
Simulations Focusing on Teaching About Social Stratification and Poverty Impact on
Civic Engagement
Capacities
Gained for
Civic
Engagement
Empathy

Knowledge of
the Role of
Social Capital

Knowledge of
Structural
Inequality

Knowledge
about
Inequalities in
the Labor
Market

Knowledge
about the
Experience of

Key Learning Aspects

● Understand that poor
people’s conditions
are not due to lack of
hard work.
● Understand how
social capital is
leveraged to access
better job
opportunities.
● Understand minority
groups have less
access to better job
opportunities
because of limited
social capital.
● Understand the role
of structural
constraints
preventing
individual success.
● Understand the role
of structural
inequality in
preventing racial
minorities from
succeeding.
● Understand that not
everyone can have a
high-status social
position despite
having the skills and
motivation due to
inequalities in the
labor market.
● Understand the
struggles that
families living on
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Active Learning Experience

● Simulation experience experienced limitations caused
by structural barriers.
● Simulation experience created symbolic social
networks that lead to job
opportunities.

● Simulation experienceexperienced upward and
downward mobility.
● Simulation experienced –
experienced disproportionate
distribution of wealth.

● Simulation experience completed budget scenario
activity
● Simulation experience completed counterfactual
exercise
● Simulation experience created family budgets based
on the minimum wage.

Families
Living on
Minimum
Wage

Knowledge
about the
Experiences of
Families
Living on
Food Stamps

the minimum wage
experience.
● Understand the
connection between
minimum wage and
issues of poverty.
● Understand the
experience of
families living on
food stamps.

Knowledge
about the Need
for Affordable
Housing

● Understand the
importance of
affordable housing.

Knowledge of
Multiple
Dimensions of
Poverty

● Understand that
poverty has multiple
dimensions that
include issues
related to housing
and education
disparities, job
status, social capital,
and health care.

Sociological
Awareness

● Understand how
material objects
serve to symbolize
class status.

● Simulation experience –
experienced daily barriers and
opportunities of the working
poor.

● Two-day simulation
experience involving eating
food equating to the sum of
money that poor families
receive in food stamps for
groceries.
● Reflective journaling
● Simulation experience temporarily experienced
homelessness by sleeping
outdoors in a cardboard box
for a night.
● Reflective journaling.
● Simulation experience that
entails:
o Creating a character
profile of people from
different class status.
o Completing a budget
exercise.
o Participating in an
experiential board game.
o Debrief and Discussion
● Simulation experience examined myths about
poverty, poor people, reasons
for unemployment, and
competitive individualist
ideologies through simulation
participation.

The main take away from reviewing this body of literature suggests that although
simulations can be valuable pedagogical tools for supporting college students in gaining
knowledge and awareness about social stratification and class inequality, this approach to
active learning does not necessarily support skill development.
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Limitations
Even though the simulations discussed above provide students with the
opportunity to gain increased knowledge in different areas related to issues of social
stratification and poverty, empathy, and a new sociological perspective on these issues,
there are limitations to using simulations. One limitation is the tradeoff between
“complexity and time efficiency” when using simulation activities (Bramesfeld & Good,
2015, p. 93). For example, brief simulations that can be implemented and completed in
one class period might not be the best option to teach about the multidimensional aspects
of poverty, given their brevity (Bramesfeld & Good, 2015). However, implementing
simulations that emphasize different aspects of poverty require multiple weeks of class,
and extra time and resources might not be available to instructors (Bramesfeld & Good,
2015). Another limitation of using simulations is that they might result in a limited
understanding of structural inequality. For instance, the Budget Exercise does not address
underlying reasons for poverty and fails to give students a more specific explanation for
the existence of poverty (Garoutte & Bobbitt-Zeher, 2011). The last limitation of using
simulations is that, while it can lead students to recognize how social factors impact an
individual’s success, they do not debunk students’ meritocratic ideology. For instance,
Wills et al. (2005) explained that even though students are more willing to acknowledge
how social factors impede individual success after participating in the Stratification
Puzzle simulation, their thinking toward meritocratic ideology fails to change. For
example, in a course in which the Stratification Puzzle was implemented, 19.1% of the
students in the class reported that participating in the simulation did not shift their way of
thinking regarding meritocracy.

49

A gap found in the literature reviewed is the lack of research that explores the
long-term impact of simulations focusing on how college students use the knowledge and
awareness they gained. While there is plenty of literature that discusses the short-term
impact of simulations, there is limited literature focusing on the long-term impact of
simulations. Only one published longitudinal study was found that examined the longterm impact of simulations focusing on poverty. Browne and Roll (2016) found that
while simulations on poverty support students to gain an understanding of poverty in the
short term, they do not do so longitudinally. Brown and Roll noted that the themes
emerging from the students’ writing suggest that this pedagogical practice does foster
lasting personal awareness and empathy.
In the next section, I discuss how diversity and social justice education prepares
students for civic engagement.
Diversity and Social Justice Education
As a result of the nation’s increasing diversity, preparing college students for
engaged citizenship in a pluralistic society has become more crucial and possibly more
difficult (Zuñiga et al., 2005). Equally important, the current changes in demographics,
globalization, media, and technology position young people in consistent contact with
“diverse cultures, social movements, and conflicting worldviews” (Hurtado, 2019, p. 94).
Therefore, it is necessary for college students to develop “capacities and habits of mind”
that incorporate “knowledge, skills, and values” to respond to misinformation, deal with
conflict, and recognize dangers to a “pluralistic democracy” (p. 95). For this reason,
pedagogical practices in higher education settings should include attributes of civic
learning to give students the opportunity to “learn and practice democratic concepts,
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engage in dialogue across difference, and develop projects working alongside diverse
communities” (p. 97).
Diversity education emphasizes social, cultural, and other differences and
commonalities among social identity groups on the basis of ethnic, racial, religious,
gender, call, and other social categories recognized in the U.S. and focuses on the
appreciation of difference in a diverse society (Adams & Zúñiga, 2016. However, a
diversity education approach does not necessarily incorporate issues of inequality. This
approach also does not relate to how diversity is experienced in the nation (Adams &
Zúñiga, 2016. Furthermore, it fails to acknowledge how social group differences have
been used throughout history and continue to be used to excuse the damage inflicted by
inequality and injustice in society as well as the role of privilege and disadvantage in the
larger context of oppression (Adams & Zúñiga, 2016.
In contrast, Social Justice Education (SJE) pays attention to the ways social group
differences (e.g., race and ethnicity, national origin, language, religion, class, etc.) relate
to systems of domination and subordination to privilege or disadvantage (Adams &
Zúñiga, 2016. SJE emphasizes the unequal social structures, dominant ideologies, and
oppressive politics and practices that members of dominant social groups consciously or
unconsciously reproduce systems of advantage and disadvantage, resulting in unearned
privileges for dominant groups (Adams & Zúñiga, 2016. The goals of SJE include a)
awareness and understanding of oppression, b) acknowledging one’s role in the system
(privileged or disadvantaged social group member), and c) a commitment to cultivate the
skills, resources, and coalitions needed for social change (Adams & Zúñiga, 2016). For
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this reason, SJE builds curricula activities that foster “awareness, knowledge, skill, and
practice for change” (Adams & Zúñiga, 2016, p. 113)
Next, I provide a brief snapshot of the effects of diversity and social justice
education on students’ civic engagement. I specifically focus on a few examples of
intergroup dialogue and social justice education curricular and co-curricular efforts
implemented in higher education settings to help illustrate what students learn from
participating in these courses.
Impact on Civic Engagement
In this section, I review a few empirical studies focusing on how diversity and
social justice education curricula implemented in higher education settings prepare
students for civic participation. In this review, I identified five themes that help
demonstrate some of the ways diversity education curricula promote the preparation for
civic participation. These themes include (a) developing class consciousness commitment
to engage in action, (b) reducing prejudice toward members of other groups, (c) increased
awareness about systemic oppression, (d) knowledge about taking action, and (e)
increased empathy toward oppressed groups.
Developing Class Consciousness
Intergroup dialogue courses are an integral part of diversity education. The
intergroup dialogue practice intends to create open and safe educational spaces that allow
students to learn across social divisions through the exploration of commonalities and
differences via personal testimony (Madden, 2015). By participating in intergroup
dialogue experiences, students engage in critically questioning and examining power
structures (Madden, 2015). Madden showed how at a private northeastern university,
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students participated in an intergroup dialogue class on social inequalities in education;
the goal of the course was to raise students’ consciousness. As part of the course, students
actively participated in dialogue circles across class identity status that range from
working-class to upper-class, shared a written testimony about their experiences with
class, engaged in critical listening skills, engaged in weekly written reflections, and
developed an action project (Madden, 2015). Throughout the semester, participants wrote
10 reflective journals that provided students with a space to voice what they were unable
to share in class. By participating in the intergroup dialogue, students were able to
develop a class consciousness across five themes including: (a) awareness and
understanding of social class identity (personal and social group), (b) complexity of
social class identity, (c) family pressure and social identity development, (d) awareness of
personal and interpersonal experiences with social class stereotypes and biases, and (e)
awareness of institutional dynamics of social class, power, privilege, and oppression
(Madden, 2015).
Commitment to Engage Action
Diversity courses can increase students’ confidence and commitment to taking
action. Krings et al. (2015) discussed the effectiveness of diversity courses’ impact on
students’ commitment to, and confidence in, political participation, civic engagement,
and multicultural activism. In the Krings et al. study, students were enrolled in either a
peer led intergroup dialogue course focusing on race and ethnicity, a peer led intergroup
dialogue course focusing on gender, or a lecture-based diversity course. In the peer led
intergroup dialogue courses, students engaged in a critical examination of issues of
conflict, power, privilege, and oppression (Zúñiga et al., 2012), and were encouraged to
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participate in collaborative action to combat oppressive social structures (Krings et al.,
2015). Meanwhile, the students who participated in the lecture-based diversity course
learned about college student development and identity development theory,
interpersonal and intergroup communication, conflict management, and the role of power
and privilege in intergroup relations. The goal of the lecture-based diversity course was
for students to gain a better understanding of interpersonal and intergroup conflict,
problem-solving, and to be able to educate others and to organize them to participate in
collective action. A pre- and posttest survey was used to assess students’ learning.
Students reported an increase in political participation and multicultural activism after
participating in a social justice education course (Krings et al., 2015).
Another example that illustrates how diversity education encourages students to
engage in taking action is the diversity initiative Project Mosaik, which was implemented
at a large public university. Project Mosaik promoted “citizen engagement for an
inclusive and socially just, diverse democracy” (Zúñiga et al., 2015). Project Mosaik
challenged students to step out of their comfort zones and start taking responsibility for
issues of inclusion and community. The project consisted of two intergroup dialogue
courses, a leadership course, and co-curricular activities. The goal of the intergroup
dialogue course was to promote meaningful and sustained dialogue among students of
two or more social identity groups by facilitating a learning process by which they could
explore commonalities and differences, power, and privilege, and gain the skills needed
to work toward inclusion and social justice in the spaces in which they have influence
(Zúñigal et al., 2015). The intergroup dialog section, which was 2.5 hours long for either
7 or 11 weeks, was facilitated by two people who held different social identities. Equally
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important, the leadership course created opportunities for collaboration and leadership
development by working in a diverse team. The course combined social justice education
concepts with practices stemming from leadership development (Adams et al., 2007). The
co-curricular activities encouraged and facilitated learning with and from diverse peers in
an environment that promoted honesty, active listening, constructive disagreement,
exploring difficult questions, and development of affective ties (Zúñiga et al., 2015, p.
247). After participating in Project Mosaik, students were more motivated to take action
to (a) challenge others on racially/sexually derogatory statements, (b) join an organization
promoting cultural diversity, (c) organize an educational program to inform others about
social issues, and (d) get together with others to challenge discrimination (Zúñiga et al.,
2015).
Burrell Storms (2012) discussed a social justice education undergraduate general
education course taught by graduate students at a flagship university in the Nnortheast.
The goal of the course was to raise students’ awareness and comprehension of structural
inequality and prepare them to recognize and combat manifestations of social oppression
in their lives (Bell & Griffin, 2007). Students learned to take action by participating in the
course. Students developed certain strategies for social action engagement, such as
finding their voice, and developing action plans (Burrell Storms, 2012). Participating in
the course increased students’ confidence to engage in social action. Students voiced that
by gaining more knowledge “about social justice issues increased their confidence and
prepared them for social action engagement” (pp. 554-554).
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Reducing Prejudice Toward Members of Other Groups
Students’ prejudices toward members of other groups can be reduced by
participating in diversity education. After participating in Project Mosaik, students were
more motivated to reduce their own prejudices toward members of other groups by (a)
refusing to participate in jokes that are derogatory to any group, (b) make an effort to
learn about other groups, (c) recognize and challenge biases that affect thinking, and (d)
avoid using language that reinforces negative stereotypes (Zúñiga et al., 2015).
Awareness of Systemic Oppression
Diversity education can support students in gaining an increased awareness of
systemic oppression. Students who participated in a semester-long, multi-issue social
diversity undergraduate course at a Northeast university, examined four manifestations of
oppression and gained an awareness of systemic oppression. The course drew from social
justice education pedagogies (Bell & Griffin, 2007), and used classroom activities, such
as free writing, small group discussion, experiential activities, presentations, videos, and
assigned readings (Adams, 2007), as well as personal storytelling (Keehn, 2015).
Students attended four panel sections focused on racism, classism, religious oppression,
and ableism. From their participation, students gained an understanding of mistreatment
and denial to resources that members of targeted groups experience because of the social
identities they hold and the way in which members of privileged social identity groups
are able to receive unearned advantages (Keehn, 2015). Students also gained insights
about the pervasiveness of racism and the nuances of the way in of how this form of
oppression is manifested, internalized oppression, and the complexity of being a biracial
person (Keehn, 2015).
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Knowledge and Skills About Taking Action
Diversity education can assist students in gaining knowledge and skills about how
to take action to challenge oppression, and that this can be done from different positions
of advantage and disadvantage (Keehn, 2015). Some students gained insight regarding
the fact that individuals from targeted communities can overcome their conditions and
combat oppression (Keehn, 2015). Furthermore, White students developed the desire to
become allies to people of color, and students of color gained interest in taking action
against racism (Keehn, 2015).
Another example of diversity education supporting students in gaining knowledge
about taking action is the use of vignettes in social justice education courses intended to
prepare students for social action. Using vignettes can be an effective pedagogical
strategy to integrate students’ experiences with social oppression and “increase their
personal awareness, empathy, confidence, and knowledge about tools for social action
needed to recognize and respond to social oppression (Burrell Storms, 2014, p. 45).
Vignettes employed in the classroom are student-centered, thus, the experience with
oppression serves as the basis for each scenario, allowing the students’ lived experiences
to become an integral part of the curriculum (Burrell Storms, 2014). Students in the
course Burrell Storms examined completed a vignette assignment. First, students were
put into groups of four; each student received a vignette and was asked to read it on their
own at first and write down their response to the incident. Then, students shared their
“action-taking strategies” with their group (p. 46). To practice enacting their “action
taking strategies,” students developed a role-play based on their group’s vignette (p. 46).
After role playing, students engaged in a class discussion about the effectiveness of their
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strategies and made suggestions about what they could do differently. Students also
explored the risks they might encounter when taking action. As part of the activity,
students had the opportunity to reflect on their action strategies by using the action
continuum handout (Griffin & Harro, 2007; McClintock, 2000). The action continuum
gives students the opportunity to explore various responses people have to oppressive
behavior (Burrell Storms, 2014). During the debrief, students explored what it was like to
take action. Participating in the activity increased students’ knowledge about tools for
social action, and self-awareness regarding why social action engagement is necessary.
Increased Empathy Toward Oppressed Groups
Diversity education can support students in raising their empathy toward
oppressed groups. Students enrolled in a social justice education undergraduate course
taught by graduate students at a flagship university in the Northeast were able to develop
greater empathy toward oppressed groups (Burrell Storms, 2012). By participating in the
course, students were able to take in the perspective of an oppressed group, which could
be a necessary skill for social engagement (Burrell Storms, 2012). Furthermore, being
able to take in another person’s perspective prepared students to become allies capable of
challenging oppression directed at oppressed communities (Burrell Storms, 2012).
Summary
In this section of the literature review, I covered how the diversity and social
justice education curricula prepares college students for civic participation. Table 3
provides a summary of the key aspects of the capacities gained for civic engagement via
the diversity and social justice education curricula. The table also shows the specifics
regarding this active learning experience that supported students in gaining the capacities.

58

Similar to critical service-learning, diversity and social justice education also provides
students with a more action-oriented active learning experience. For this reason, diversity
and social justice education leads students to gain knowledge and develop skills needed
to address issues of inequality. Moreover, diversity and social justice education allows
students to reflect on their learning experiences via journaling, a practice that diversity
and social justice education has in common with critical service-learning and simulations.
However, a component of the active learning experience of diversity and social justice
education that was not present in critical service-learning and simulations was students
engaging in storytelling.
The main takeaway from reviewing this body of literature is that diversity and
social justice education provides support for college students to develop skill and gain
knowledge and awareness for social action. These curricular efforts seek to engage
students in active learning activities and relevant readings to encourage and support the
development of critical social awareness, knowledge, and skill sets for social action
engagement. The integration of critical understanding of social justice issues, such as
racism, classism, and ableism with social action engagement activities is what
distinguishes this approach to active learning from the simulations used in the sociology
classrooms to teach about social stratification and poverty.
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Table 3
Diversity and Social Justice Education Impact on Civic Engagement
Capacities
Gained for
Civic
Engagement
Developing
Class
Consciousness

Commitment
to Engage in
Action

Reducing
Prejudice
Toward
Members of
Other Groups

Increased
Awareness of
Systemic
Oppression

Key Aspects

Active Learning Experience

● Understands the
complexity of social
class identity.
● Gained awareness of
institutional dynamics of
social class, power,
privilege, and
oppression.
● Gained confidence in
political participation,
civic engagement, and
multicultural activism.
● Gained knowledge
about the role of power
and privilege in
intergroup relations.
● Became motivated to
work collaboratively
with others to challenges
discrimination.
● Increased confidence to
engage in social action.

● Intergroup Dialogue
● Shared a written testimony about
their experiences with class.
● Reflective Journaling
● Developed a group action project.

● Became motivated to
learn about other
groups.
● Recognized and
challenged biases that
affect thinking.
● Became motivated to
avoid using language
that reinforces negative
stereotypes.
● Understands that
members of targeted
groups are denied
resources because of
their social identities.

● Intergroup Dialogue
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● Intergroup Dialogue

●
●
●
●
●

Free writing
Small group discussions
Experiential activities
Presentations, videos, readings
Storytelling

Knowledge
and Skills
About Taking
Action

● Gained knowledge
about tools for social
action.
● Increased self-awareness
regarding the
importance of social
action.
● Explored risks they may
come across when
taking action.

●
●
●
●

Action Continuum Handout
Vignettes
Role-playing
Class Discussion

Increased
Empathy
toward
Oppressed
Groups

● Develop empathy
toward oppressed
groups.

●
●
●
●

Class Discussion
Reflective Journaling
Simulations
Action Projects

Limitations
Although there are many benefits in using Diversity and Social Justice Education
curricular efforts in preparing students for civic engagement in the nation’s increasingly
diverse democracy, there are also limitations to using this curriculum. For example, one
limitation is that when encouraging students to take action, it does so more at the micro
level in which students focus primarily on self-directed change, as opposed to engaging
in change at the macro level (Burrell Storms, 2012). This brings to question: How
prepared do students feel to challenge their spheres of influence? Burrell Storms
suggested to address this limitation, social justice educators may need to introduce the
need for macro-level social action at the beginning of the course rather than at the end.
Yet, other undergraduate education efforts, such as intergroup dialogue, engage students
in intergroup collaboration action projects that propel them to educate others or support
local social justice efforts while learning how to plan specific actions in a diverse group
by themselves. Studies assessing the impact of this experiential approach to learning
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about action planning and taking suggest that students who participate in intergroup
dialogues not only develop specific skills, but also they positively influence their
commitment to social action by the end of the course and also a year after the course ends
(Gurin et al., 2013).
While the diversity and social justice education literature lends evidence to the
impact of student participation in undergraduate courses on their cognitive, relational,
and social action engagement, research is sparse regarding the long-term impact of
diversity and social justice education on participants’ social action and political
engagement in their communities or workplaces, including the kind of activities in which
they participate to promote social change at the local and policy level. Though some
studies suggest that students report a range of behavioral intentions associated with
working for social justice, longitudinal research is needed to assess the long-term impact
of diversity and social justice education on students’ social action and political
engagement after college.
In this section of the literature review, I discussed how diversity and social justice
education prepares students for democratic civic engagement. In the next section, I
discuss how critical service-learning curricula prepare students for democratic civic
engagement.
Critical Service-learning Curricula
Service-learning incorporates two approaches: traditional service-learning and
critical service-learning. Traditional service-learning gives college students the
opportunity to respond to the needs and interests of others, engage in reflection of their
current place and future direction, and learn to be more socially and civically engaged
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(Hutzel, 2006). Some examples include, but are not limited to, working with local
community organizations, working in local afterschool programs, and working with local
food shelters. Unlike traditional service-learning, critical service-learning “embraces the
political nature of service and seeks social justice over more traditional views of
citizenship” (Mitchell, 2008, p. 2). For example, a traditional form of citizenship is
voting, while a citizenship grounded in social justice framework incorporates a more
direct action, such as protesting, petitioning, and or boycotting. Faculty who use a more
critical approach toward service-learning and community engagement tend to “base
civically engaged partnerships on social justice principles” (Castañeda & Krupczynski,
2018, p. 5). Not having a critical framework or social justice approach in partnerships
between the university and communities can lead to harming and exploiting communities,
especially the ones that already experience marginalization (Castañeda & Krupczynski,
2018).
Critical service-learning centers social change, attempts to redistribute power, and
strives to create authentic relationships (Mitchell, 2015). For this reason, critical servicelearning encourages students to analyze power dynamics (Mitchell, 2008). By
participating in critical service-learning programs, students learn how to recognize
systemic power, including how it functions and how it can be reconfigured, while
developing authentic relationships with their peers and the community members who are
impacted by the issues their projects focus on (Mitchell, 2015). A critical service-learning
curriculum employs “readings, assignments, dialogue, and reflection” highlighting
“multiple perspectives, to critically analyze issues, and promote action” (p. 21). Students
examine the distribution of power by engaging in classroom readings, reflective writing,
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experiential activities, and classroom discussions (Mitchell, 2008). Critical servicelearning offers students the opportunity to learn through community engagement.
[Community engaged learning can served as an] effective pedagogy to shape
student learning and civic life by creating authentic opportunities to analytically
engage with the social fabric of a place [as well as a] powerful strategy to develop
civic engagement, and critical thinking about larger societal issues that will
continue to emerge way beyond college years. (Román-Odio et al., 2019, p. 100)
Some similarities between critical service-learning and the simulations previously
discussed include giving students the opportunity to (a) learn about and recognize
systemic power, (b) reflect on their learning experience, (c) learn in an active and
experiential format, and (d) develop critical thinking capacities. Giving students the
opportunity to engage in direct action to address social issues is a key component of the
critical service-learning curricula, but it is not part of simulation curricula.
Integrating critical service-learning projects into higher education courses can
contribute to the cultivation of civic engagement skills that are increasingly needed due to
the expanding diversity of the nation (Castañeda & Krupczynski, 2018). The experience
with critical service-learning leads to civic identity development; this civic identity
extends beyond college graduation and can inspire students to become committed to
public service that continues into their careers and later civic actions (Mitchell, 2015).
Critical service-learning supports civic identity development by providing opportunities
to students to engage in issues via complex roles, to invest in an issue to create
connection and sense of belonging, and to build community on and off campus, all of
which results in gaining the critical awareness needed to take action in productive ways
(Mitchell, 2015). Critical service-learning is also beneficial to students with regards to
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civic identity development because they gain an increased understanding of themselves
while learning to work across differences (Mitchell, 2015).
In the next section of the literature review, I specifically focus on discussing the
effects of the critical service-learning curricula implemented in higher education on civic
engagement among college students.
Impact on Civic Engagement
In this section, I discuss how critical service-learning curricula in higher
education settings prepare students for civic participation. In order to understand how
critical service-learning curricula prepare college students for civic engagement, I
reviewed empirical literature on critical service-learning. I mainly draw from the
Castañeda and Krupczynski, (2018) reader, Civic Engagement in Diverse Latinx
Communities: Learning from Social Justice Partnerships in Action, because it provides
various recent empirical examples of critical service-learning. In my examination, I
identified four themes that demonstrate the way the critical service-learning curricula
contributes to the preparation of civic participation. These themes include advocating for
the Latinx Community, lobbying Congress, engaging across differences, and
understanding the marginalization experiences by the Latinx community.
Advocating for the Latinx Community
Students gain skills to advocate for immigrant communities via their critical
service-learning experience. Evans-Zepeda (2018) discussed working with the nonpartisan campus student group CoFIRED (Coalition for Immigration Reform, Equality
and DREAMers). The group’s goal was to advance the rights of the “undocumented
students on their college campus and across the nation” (p. 54). CoFIRED worked on
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increasing the quality of services and available resources for undocumented students,
which was accomplished by the organization’s members developing partnerships with
their university’s Office of Visa and Immigration Services to help students fill out
Deferred Action for Childhood Arrival (DACA) paperwork. CoFIRED was able to
connect undocumented students to immigration lawyers for legal assistance with the
DACA process. Moreover, CoFIRED created a central place to meet so students could
disseminate information on financial aid, admissions, job hunting, and travel
authorization. CoFIRED’s actions aided in the improvement of the campus climate, while
making the experiences of the undocumented students visible and giving them a voice.
The organization served as a “platform for activist policy and institutional change” (p.
55).
CoFIRED also sponsored the online campaign Drop the I Word, which is a
national online campaign intended to promote both personal and media responsibility for
stopping the use of the word “illegal” (Evans-Zepeda, 2018). The campaign was
sponsored by the organization Race-Forward. The online campaign allows visitors to fill
out a pledge against using the word “illegal” when describing a person lacking
immigration status. Launching the campaign supported programming that focused on a
“communicative approach to increasing immigration equity” (p. 56). The goal with the
Drop I Word campaign was for students to demand the implementation of linguistic
changes at the campus level. CoFIRED ran a successful flyer campaign that promoted
awareness and dismissed myths about undocumented immigrants on their campus. By
participating in the campaign, students were able to examine issues of identity, diversity,
and inequity while cultivating “skills and commitment to social justice responsibility and

66

action” (p. 56). Evans-Zepeda suggested that this form of civic engagement is
transformative because it has the ability to shift the conversation to encourage “selflabeling as a way to counter the negative consequences of the epithet illegal-aliens” (p.
56).
Lobbying Congress.
Via their participation in the organization CoFIRED, students learned how to
lobby Congress. Evans-Zepeda (2018) discussed CoFIRED’s work to eliminate the use of
the term “illegal” from their library’s subject headings. While the university librarians
were receptive to making the change, the student organization met challenges due to a
policy that stated that the institution did not have the power to make edits to the
cataloging system. This is because libraries in higher education institutions follow the
subject heading language adopted by the Library of Congress Subject Heading system
(Evans-Zepeda, 2018). To make this change, the college library would need to request a
subject heading to the Library of Congress to implement the change across all U.S.
libraries that use the Library of Congress heading system. Students worked in
collaboration with campus librarians to draft a proposal to request Congress to approve
the change. The lobbying process “promoted a broad-based set of multilayered thinking
and socio-cognitive skills for making a long-standing change to the problematic language
used in both educational and larger public spheres” (p. 57). The process also served as a
learning experience for students, given that through their involvement they engaged “in
an examination of power structures and discriminatory practices of society based on
language and immigration status” (p. 60). While the Library of Congress did not
implement the recommended terminology by CoFIRED, the term illegal was removed
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from records and replaced with the two terms non-citizens and unauthorized immigration
(Evans-Zepeda, 2018).
Engaging Across Differences
Critical service-learning experiences can support students in learning to engage
across differences. Román-Odio et al. (2018) discussed students’ engagement with the
project, Latinos in Rural America (LiRA). LiRA is a public humanities project that tries
to expand “knowledge, engagement with and understanding of the Latino/a experience in
rural Ohio” (p. 83). Students engaged in the LiRA project through their enrollment in a
Spanish course focused on the introduction to Chicano/a Cultural Studies. Students
worked at least 30 hours on different community engaged learning projects to support
LiRA. There were four projects students could partake in: (a) the translation of interviews
from Spanish to English and vice versa; (b) digital archiving of LiRA materials; (c) the
creation of a primer on Latino culture, values, and communication norms; and (d) the
creation and implementation of a college-prep course, which was requested by parents, so
that middle school and high school Latinx students could familiarize themselves with the
college application process, research potential higher education institutions, and study for
SAT and ACT. Students engaged in journaling to reflect on their civic engagement
experience. The experience with the college prep course reinforced and clarified for
students a sense of civic identity and a commitment to public action as well as an
understanding of how their experiences could be applied to their own personal and
professional lives. Equally important, students participating in the Latino Culture project
gained an awareness of cultural differences and how to engage with diverse communities
and cultures. Students also learned how to tailor their communication to effectively
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engage the local community in listening and adapting to Latino cultural and
communication norms as a way to establish relationships for further civic action.
Mitchell and Coll (2017) provided another example of how students learn to
engage across differences through their participation in critical service-learning. They
discussed an ethnic studies course focused on grassroots citizenship organized on
principles of critical service-learning. As part of the course, students partnered with the
California Domestic Workers Coalition and National Domestic Alliance. The
pedagogical practices used in the course highlighted the voices and experiences of
domestic workers during the movement, while enabling students to “develop agency as
political actors” (p. 190) The course provided opportunities for students to “explore and
interpret theory through their experiences as researchers, lobbyists, and advocates
supporting the passage of the legislation” (p 190). As part of the community component
of the course, students engaged in different activities that supported the efforts to pass the
California Domestic Worker Bill of Rights. Some of the activities in which the students
engaged included “collecting stories for the campaign, researching key legislators,
offering their own testimonies to legislators in worker-led delegations, and organizing
education and outreach activities” (p. 189). Assignments provided students with the
opportunity to reflect on their own and their family’s relationships to domestic work.
Doing so created opportunities for students to build solidarity and connections across
differences: allowing students to better convey the ways in which everyone is linked to
the fight for domestic worker rights (Mitchell & Coll, 2017). Through their participation
in the campaign, students (a) built relationships with the community members as opposed
to “transactional exchanges” that would result in a product, (b) gained an understanding
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of the how the domestic workers movement transformed the care-work industry via a
“multilingual and multicultural alliances led primarily by non-English-speaking working
women of diverse immigration statuses” (p. 189), and (c) gained awareness of
citizenship as an “institutional status” and as “process and practice” (p. 190).
Understanding the Marginalization of the Latinx Community
Students who participate in critical service-learning projects that are situated in
the Latinx community are able to gain an understanding of the marginalization that the
Latinx Community experiences in society. Rosa (20189) discussed the VOCES project,
which was a collaboration between university students enrolled in an undergraduate
Latinx Sstudies course and students in predominantly Latinx high school located in
Milltown community. The goal of VOCES is to “develop skills not only for documenting
and analyzing linguistic practices and identities, but also to identify linguistic inequities
and propose interventions'' (p. 115). Through their participation, students engaged in
discussing the town’s history, in particular, the political economic dynamics that “have
produced stark structural inequalities'' that marginalized the Latinx community across a
span of social domains, including “public schools, employment, housing and city
governance” (p. 115). Students engaged in analysis of the Puerto Rican migration to
Milltown and how this migration coincided with the “decline of industry, namely paper
manufacturing, which had allowed previous immigrant groups, such as Irish, German,
Polish, and French Canadian, to experience upward socioeconomic mobility and societal
inclusion across generations'' (p. 116). The VOCES project also provided students with
the opportunity to examine the narratives of the culture of poverty that obscures the
structural inequality that has contributed to the marginalization of the Puerto Rican
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community. Via their engagement with the community, students were able to identify
inequitable ways in which English monolingualism becomes privileged within particular
spaces and ways in which “bilingualism and Spanish language used are devalued or
stigmatized” (p. 117). Furthermore, students had the opportunity to analyze policies at the
local, state, and national levels that focused on bilingual education voting rights, courts,
citizenship, and medical contexts, while researching the views of advocates or opponents
of such policies to identify the ideological language associated with each of the positions.
According to Rosa, the VOCES project demonstrates the possibilities to generate a
transformative academic experience for all involved in a critical service-learning project.
At another university, a public relations and community advocacy course offered
students a critical outlook on corporate public relations, while providing concrete skillbuilding opportunities to students interested in promoting social justice “through critical
public relations and activism” (Mercado, 2018 p. 32). As part of the course, students
spend one hour per week working with local community organizations to aid them in
designing or enhancing their communication and public outreach programming, their
social media presence, and to improve their outreach to the community, governmental
entities, and/or the media. Students support immigrants initiating their own microbusiness. Via their participation in the organizations, students were able to build
relationships with local communities. Building relationships with the communities
allowed students to acquire an understanding of the ways in which “these communities
have been marginalized despite having much more knowledgeable experience about
mainstream society than is imagined.” (p. 32). Furthermore, students gained awareness
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about the ways in which hierarchical structures function and impact certain groups and
how their practices are represented in the public sphere.
Summary
In this section of the literature review, I covered how critical service-learning
curricula in higher education prepares college students for civic participation. Table 3 is a
summary of the key aspects of the capacities gained for civic engagement via the critical
service-learning curricula and the specifics of this active learning experience that
supported students in gaining the capacities. Similar to the simulations, critical servicelearning provides students with the opportunity to reflect on their experience via
journaling. However, in comparison to simulations, critical service-learning provides
students with an active learning experience that is action-oriented. As indicated by Table
3, students' capacities gained for civic engagement were due to their participation in
improving the conditions of the communities they engaged with via their critical servicelearning projects. The capacities gained via critical service-learning show how this
specific active learning experience supports students in gaining knowledge and
developing skills to address the issues of inequality they are learning about in their class.

Table 4
Critical Service-learning Impact on Civic Engagement
Capacities
Gained for
Civic
Engagement
Advocating for
the Latinx
Community

Key Learning Aspects

Active Learning Experience

● Improved the quality of
services and available
resources for
undocumented students
on the college campus.

● Partnered with the university’s
Office of Visa and Immigration
Services to help students complete
the DACA paperwork.
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● Campaigned online to promote
stopping the use of the word illegal
when referring to undocumented
immigrants.
Lobbying
Congress

● Accomplished the
removal of the term
illegal from the records
of the Library of
Congress. The term
was replaced by two
terms: non-citizens and
unauthorized
immigration.

● With the campus librarian, lobbied
Congress to change the term illegal
used by the Library of Congress
when referring to undocumented
immigrants.
● Examined power structures and
discriminatory practices of society
based on language and
immigration.

Engaging
Across
Differences

● Engaged with LiRA
public humanities
project.
● Engaged in efforts to
support the passing of
the California Domestic
Worker Bill of Rights.
● Developed
relationships with the
domestic workers.

● Participated in community
engaged learning projects
(supporting a humanities public
project) for at least 30 hours during
the semester.
● Reflective journaling.
● Partnered with the California
Domestic Workers Coalition and
National Domestic Alliance.
● Explored and interpreted theory
via research, lobbying, and
advocacy experiences.
● Collected stories of the domestic
workers for the campaign.
● Organized education and outreach
activities.

Understanding
the
Marginalizatio
n of Latinx
Community

● Participated in the
VOCES project.
● Promoted social justice
by engaging in critical
public relations and
activism.
● Gained awareness
about the ways
hierarchical structures
function and affect
certain groups.
● Developed
relationships with
community members.

● Analyzed the Puerto Rican
migration
● Examined the narratives of the
culture of poverty that hides the
way structural inequality has added
to the marginalization of the
Puerto Rican community.
● Researched and analyzed policies
at the local, state, and national
levels that focused on bilingual
education voting rights, courts,
citizenship, and medical contexts.
● Spend an hour a week working
with local community
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organizations supporting their
goals.
● Assisted immigrant individuals
starting a micro-business.

Similar to diversity and social justice education, critical service-learning also
supports college students in gaining skills, knowledge, and awareness for social action.
However, the difference between these two practices, is that critical service-learning
supports students’ acquisition of capacities through an experience with community
engagement.
Limitations
While critical service-learning provides students with the opportunity to have an
active learning experience that results in them gaining knowledge and skills for civic
engagement, it also has limitations. A limitation of critical service-learning is that the
academic calendar restricts the learning experience of working in collaboration with a
community. The restriction of the academic calendar results in students' partnerships with
the communities they are working with having to stop at the end of the semester.
Furthermore, there is limited research about the long-term impact of critical servicelearning. There have only been two studies conducted that focus on the long-term impact
of critical service-learning. Nilsen et al. (2020) conducted a comparative case study of the
alumni of two multi-term civic learning programs that combine academic servicelearning with a series of other student experiences, such as the creation of online
portfolios and capstone experiences over at least four semesters of an undergraduate
education. Findings suggest that alumni perceive substantial impact on their civic and
professional experiences after graduation because of their participation in such programs.
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Moreover, Mitchell (2014) examined three civic engagement programs to explore the
elements of the experiences that alumni name as influential to their learning,
development, and present to understand the ways that civic engagement programs framed
with a critical service-learning approach encourages college students to develop
commitments to active citizenship. This section of the literature review discussed
different examples of critical service-learning and its impact on civic engagement. In the
next section, I will discuss student activism as education.
Student Activism as Education
There is a long history of student activism in the U.S. (Broadhurst, 2014). Student
activists help improve their institutions because they challenge their college and
university administrators as well as their peers to combat manifestations of oppression
within their campuses (Linder, 2019). Linder positioned student activism as a process, as
opposed to an outcome or a goal and adds that the nature of activism is to “disrupt the
status quo” (p. 17). Some ways in which students can engage with activism include sitins, protests, marches, and raising awareness among their peers (Linder, 2019). Students
can develop skills related to leadership, civic engagement, and community involvement
by engaging in activism (Farago et al., 2018). Engaging in activist organizations leads
students to take on leadership roles and become engaged with their community with the
intention to address, reduce, and eventually eliminate social inequalities based on race,
gender, immigrations status, and other social identities (Farago et al., 2018).
There are many benefits for students to engage with activism. Student activism
can support students in gaining social agency, civic awareness, and outspoken leadership
(Biddix, 2014). By engaging in student activism, students can question and understand
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the magnitude of oppression, and the belittlement experienced by certain cultural or racial
groups on their college campuses in their communities (Farago et al., 2018). Rhoads
(2016) argueds that activism provides a significant type of learning experience that
should not be underrated, noting that the complex learning outcomes produced via
engagement with student activism are unlikely to emerge through course readings and
class discussions. Research findings indicate that by participating in activism, students
learn to (a) develop plans for change, (b) determine strategies, (c) learn approaches to
consciousness raising, (d) learn the language of those in power and how the system
works, (e) understand mediation and negotiation, (f) use data to influence decisionmakers, and (g) navigate and overcome obstacles in the change process (Kezar & Maxey,
2014). These learning outcomes support democratic civic engagement. In the next section
I discuss the effects of student activism on civic engagement.
Effects on Civic Engagement
In this section, I focus on how involvement with student activism in higher
education settings prepares students for democratic civic engagement. To understand how
student activism prepares college students for democratic civic engagement, I reviewed
empirical literature on student activist organizations engaged in activism between 2010
and 2020. I identified three themes that demonstrate how involvement with student
activist organizations supports students’ preparation for democratic civic participation.
These themes include (a) raising awareness about issues of oppression, (b) facilitating
discussions on issues of injustice, and (c) influencing institutional change.
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Raising Awareness About Issues of Oppression.
By engaging in activism, students can develop skills to raise others’ awareness
about issues of oppression. For example, at Bridgewater State University, the student
organization Men Integrated in Brotherhood (MIB), in collaboration with students in a
social work course, developed and implanted a Black Lives Matter event in response to
the national crisis of the murders of young Black women and men by police officers
(Willison et al., 2016). The event engaged about 350 students and employees. Leading up
to the event, students posted around campus Black Lives Matter fliers that highlighted the
unjust deaths of young men of color because of police violence. Students also used a
Facebook page to raise awareness among their peers and university employees about the
experience with police brutality. The combination of these efforts crafted a “rich scaffold
of multiple entry points” (p. 6) into a campus discussion about the criminalization of
young men of color and why it is important to affirm that Black lives matter. The Black
Lives Matter event included a resource table, a community mural, and a photo booth with
signs saying, “Black Lives Matter,” “We can’t Breathe,” “Color is not a Crime,” and
“Black Lives Matter at BSU.” The students also used art activism, which consisted of the
distribution of a student-made zine, collage-making stations, a listening booth of spoken
word and social commentary videos that unpacked systemic racism and the extrajudicial
murders of Black men and spoken word performances by MIB members. The event
provided space for counter storytelling, thus counteracting the messages from the judicial
system, dominant narratives, and social media that Black lives do not matter. The event
concluded with attendants breaking into small groups to talk about how to support
students of color and broader change on the campus.
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Another example of the way in which student activists develop skills in raising
awareness is the theater troupe Acting for Justice Project at Bridgewater State University.
The Acting for Justice Project created opportunities for dialogue focusing on issues of
inequity on campus using an innovative approach that helped initiate dialogue and give
space to investigate and address problems of inequity as a community (Willison et al.,
2016). Students used a theater-oppressed approach, following Boal’s (1979) model to cocreate interactive performances of skits that illustrated interpersonal oppression. These
skits were intended to lead the audience and actors to dialogue about injustice and
strategies for social change via allyship and social action (Willison et al., 2016). Students
who were part of the troupe represented diversity across multiple social locations. The
performance by the Acting for Justice Project showed the current racial climate on
college campuses by having students of color share their lived experiences with racial
oppression, while White students learned about the dynamics of racial oppression at the
individual and systemic levels and shared their own experiences as White allies. Via their
participation, all students developed their skills as diversity and equity leaders (Willison
et al., 2016). After performing, students co-facilitated a dialogue with the audience,
which they would prepare for prior to the performance by developing an analysis for each
of their scenes as well as discussion questions.
Facilitating Discussions on Issues of Injustice
Students who engage in activism can develop facilitation skills to facilitate
discussions focusing on issues of injustice. For example, at Bridgewater State University,
the Men Integrated in Brotherhood student organization put on a summit focused on
supporting the success of male students of color. The summit was a collaboration
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between the student organization and the university’s chief diversity officer (Willison et
al., 2016). Employees of other institutions who are committed to diversity, equity, and
inclusion also attended the summit. As part of the summit, the MIB facilitated a two-hour
workshop titled, Transforming our Pain to Success: Males of Color Leading for Change
on Our Campuses, to explore best practices for supporting men of color on campus. The
workshop encouraged students to participate in small groups and record the ways in
which their campus could do more to support them, explore the campus resources
available to support them, and identify approaches they themselves could take to support
their own success. The information gathered throughout the workshop was shared in a
90-minute session with the employees who were expected to simply listen to the students.
During the share out session, students voiced their experiences on the campus, saying
they felt dishonored by the campus, which led them to feel alienated, and an absence of a
sense of home. Students also described that the policies and pedagogies implemented at
the institution communicated to them that success was not expected from them, and
because of this message, they often failed to succeed. Furthermore, students expressed
that to feel supported in their success, they not only needed a racially diverse student
body but also racially diverse employees on campus. After participating in the workshop,
students and employees created action plans together for their campuses to support the
success of males of color. Although there was not a formal evaluation conducted to
determine the outcomes of the summit, informal discussions revealed that some of the
campuses that attended now regularly meet with their enrolled male students of color
with the intention of deepening their relationships as well as to “engage in action
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planning and goal attainment” focusing on male student of color achievement (Willison
et. al, 2016, p. 11).
Influencing Institutional Change
Via their participation in activism, students learn how to influence institutional
change, which is an important skill for civic participation. For example, at the University
of Missouri, the student activist organization Concerned Student 1950 had an
instrumental role in influencing institutional change to help address issues of racism on
their campus. During fall of 2014, Concerned Student 1950 conducted a series of protests
due to a lack of response from the campus administration regarding the repeated racist
and hate crime incidents at university. At a protest during homecoming, students blocked
the car of the president for his lack of response to addressing racism on campus (Wheatle
& Commodore, 2019). Reports show that the university’s president “smiled and laughed
during the protest” (Pearson, 2015, para. 11), which angered the students. As a result,
Concerned Student 1950 presented a list of demands that ordered an apology from the
university president, his removal from office, and the implementation of a more
comprehensive racial awareness and inclusion curriculum that would be overseen by
students and faculty from underrepresented communities. The president refused to agree
to the students demands, which led to the hunger strike of graduate student of color,
Jonathan Butler, as well as other students who boycotted to support his effort. Eventually,
the university’s president apologized to Concerned Student 1950; however, the student
activists were not satisfied and questioned his understanding of systemic oppression. In
solidarity with Concern Student 1950, the Black students on the football team took a
stance against playing at the game. The refusal of the football players to play propelled
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the Missouri Students Association executive cabinet to request the firing of the president.
A few hours later, the president resigned.
This case of student activism brings to light an uncommon form of student
protest, one that included the participation from student athletes from a sport that
generates revenue for the institution. Their participation contributed to the
accomplishment of changing the leadership of the institution (Wheatle & Commodore,
2019). The activism of Concerned Student 1950 demonstrates the power that student
activists can have in pressing institutions to deal with a hostile racial climate.
Another example of student activism that focused on addressing issues of racism
on campus and provided an opportunity for students to learn and practice how to
influence institutional change, is the organizing led by the student organization Unity IV
at Claradise University (CU). The goal of Unity IV’s organizing was to bring awareness
of the experiences, needs, and challenges of Black and African American students at the
university (Fernandez et al., 2018). As part of their organizing, student activists
implemented quarterly campus wide forums in which the community congregated to
discuss diversity, equity, and inclusion related initiatives. Unity IV created a list of 21
demands, one specifically being the establishment of an Ethnic Studies department and
recognition of it as an academic major. This demand was met by the college, and Ethnic
Studies became an official university department.
Similarly, the organizing carried out by the student organization Improving
Dreams, Equity, Access, and Success (IDEAS) illustrates how student activism can
support students in developing skills that allow them to influence institutional change.
IDEAS has been at the forefront of the immigrant rights movement on college campuses
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throughout California for over a decade (Gildersleeve & Vigil, 2015). IDEAS offers
unofficial resources to students including peer-to-peer support and workshops and
information about current law, policy, and processes related to AB 540. Following the
2016 elections, students at the University of California, Los Angeles (UCLA) rallied
against the election of Donald Trump and put pressure on the institution to attend to the
safety and concerns of the undocumented students enrolled at the institution. UCLA
students were afraid that the legal protections implemented by the Obama administration
would be eliminated under the Trump administration; this fear became true when the
Trump administration permitted the expiration of DACA status for millions of people,
which led student activists to continue to organize on their campus. IDEAS pushed for a
viral campaign for educators across the nation and higher education institutions to stand
in solidarity with undocumented students.
Through their organizing with IDEAS, UCLA students created opportunities for
discussions of DACA and other undocumented student issues. Other campuses in the
state, such as California State University-Long Beach and the University of Southern
California, held protests over DACA status expiration. The student activists garnered
national attention, which enabled them to pressure institutional leaders to be open about
their stance on DACA (Wheatle & Commodore, 2019). Student protests at UCLA
garnered the support of faculty and administrators and students then circulated a petition
for the university to become a sanctuary campus. This petition addressed the faculty
senate, the chancellor, the vice chancellor, and the provost, and demanded that the
university reaffirm its commitment to protect undocumented students as part of the
campus community, continue to affirm admissions policies for undocumented students,
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not cooperate with the U.S. Immigration Customs and Enforcement government agency,
and condemn hate speech (The Action Network, n.d.).
The president of the University of California (UC) system, however, was wary of
using the term “sanctuary,” so instead the UC system published a list of principles of
support for undocumented students. These principles assured students that campus
policies would not interrogate students about their immigration status or assist the federal
immigration authorities (Preston, 2017). Of equal importance was a policy that any
undocumented students, including those losing their DACA status, would still pay instate tuition, in addition to in-state financial aid eligibility and access to loans funded in
part by the university (Preston, 2017).
Another example of student activism that led students to influence institutional
change is the organizing done by the network of student activists who challenge sexual
assault taking place in higher education settings. This movement had a historical impact
of institutional change in colleges and universities across the country (Wheatle &
Commodore, 2019). Annie Clark and Andrea Pino were students at the University of
North Carolina, Chapel Hill (UNC), and both were violently raped on their campuses.
The two women felt UNC’s response to their attacks was insufficient after reporting their
assaults to their university’s administration and authorities (Grigoriadis, 2014). Given
UNC’s response, Clark and Pino decided to organize their peers across the nation, which
eventually led to the development of a network of student activists to challenge sexual
assault on college campuses. This network collected data on sexual assaults on college
campuses throughout the nation (Wheatle & Commodore, 2019), which resulted in an
investigation of 78 colleges by the Department of Education’s (DOE) Office of Civil
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Rights (Wheatle & Commodore, 2019). In being able to make connection among
campuses, students activists argued that the sexual assault problem on their campuses
was linked to a systemic issue across higher education (Wheatle & Commodore, 2019).
As part of their activism, Clark and Pino educated their peers about their Title IX rights
and assisted them in filing sexual assault complaints (Grigoriadis, 2014). Due to the
organizing work of the network of students, the DOE Office of Civil Rights found UNC
to be in violation of Title IX and that they were mishandling sexual assault cases
(Wheatle & Commodore, 2019). These charges led the UNC chancellor to agree to
review, and, if needed, to revise the institution’s Title IX procedures (Wheatle &
Commodore, 2019). Similarly, other institutions found to be at fault were charged
because of the cross-campus advocacy work (Wheatle & Commodore, 2019).
The student fossil fuel divestment movement in higher education (FFD) across the
nation led by the Divestment Student Network (DSN) is another example of how
engaging in student activism provides a learning opportunity to practice influencing
institutional change. The DSN is composed of different university student organizations,
such as the People of Color Caucus, the National Power-Building Initiative, the
Escalation Core, and the Communications Team (Grady-Benson, 2015). The goal of the
DSN is to illuminate the disproportionate impact the climate crisis has on communities of
color, and to promote the stories of individuals fighting on the frontlines (Grady-Benson,
2015). Students become politicized and radicalized through their engagement in DSN
workshops with the climate justice movement leaders and trainers (Grady-Benson, 2015).
For this reason, the DSN encourages student activists to understand the collective power
students must make systemic change and engages them in FFD organizing to change
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institutional policies, as opposed to promoting individual behavioral change (GradyBenson, 2015). Furthermore, through their participation in the DSN, students transform
their own understanding of society’s distributions of power, as well as the root causes of
environmental harm (Grady-Benson, 2015).
Summary
The purpose of this section was to examine how participation in student activism
supports capacity-building for civic engagement. Table 5 illustrates the capacities
students gain for civic engagement when they participate in student activism. The table
shows the specifics of the active learning experience that support this capacity-building.
As indicated by the literature reviewed and the table, student activism supports capacitybuilding in raising awareness about oppression, facilitating discussion on issues of
injustice, and influencing institutional change through an active learning experience that
is action-oriented. This is similar to critical service-learning as well as to diversity and
social justice education. While all the aforementioned capacities are important,
developing the ability to influence institutional change could have the most material
impact, therefore improving the material conditions of individuals experiencing
oppression.
Furthermore, student activism provides a co-curricular active learning experience
that builds civic engagement capacities similar to those developed through an academic
curriculum. For example, both student activism and critical service-learning allowed
students to build capacities for influencing institutional change and raising awareness
about issues of oppression. This similarity in capacity-building for civic engagement
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between student activism and critical service-learning, further shows how student
activism provides a learning hub for building capacities for civic engagement.
Table 5
Student Activism Impact on Civic Engagement

Capacities
Gained for
Civic
Engagement
Raising
Awareness
About Issues
of Oppression

Key Learning Aspects

Active Learning Experience

● Brings awareness to
others about issues of
oppression using
creative practices.

● Hosted Black Lives Matter event
for the university community that
employed an art activism
framework.
● Participated in a social justice
theater group.
● Facilitated dialogues about racial
oppression with their peers.

Facilitating
Discussion on
Issues of
Injustice

● Facilitation skills on
race and racism.

● Hosted a summit that focused on
supporting the success of male
students of color.
● Facilitated a two-hour workshop
focusing on the experiences of
male students of color.

Influencing
Institutional
Change

● Were able to hold
university
administrators
accountable and take
action addressing
injustices students face.
● Engaged in organizing
across different
institutions dealing with
the issue of sexual
assault.
● Influenced the
Department of
Education to require
UNC to revise their
Title IX procedures.

● Concerned Student 1950 protest at
the University of Missouri.
● University of Missouri football
players protest demanding the
president be held accountable for
his racist behavior.
● Unity IV at Claradise University
campuswide forums focusing on
diversity, equity, and inclusion
related initiatives.
● Student organization—IDEAS—
focusing on the rights of
undocumented immigrant students.
● Involved in the Network of
Student Activist Challenging
Sexual Assault
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● Influenced the
Department of
Education to charge
higher education
institutions in violation
of Title IX.
● Influence divestment of
fossil fuels in higher
education institutions
across the nation.

● Involved in the Divestment
Student Network

The key takeaway from reviewing the literature on student activism as education
(e.g, student organizing against different forms of discrimination) is that students do gain
skills, knowledge, and awareness for social action by engaging in collective social justice
advocacy. Perhaps the most important distinction of these collective organizing efforts is
that they are student-run and peer led and often focus on issues that directly impact
student life that distinguishes them from the previous three bodies of literature reviewed.
Limitations
College student activism provides a unique and powerful experiential learning
experience; however, it has limits. A limit of college student activism is the university’s
academic calendar. Given that higher education institutions are not in session all year
around, there are expected to be interruptions to the momentum and progress on the
organizing of student activists. These include annual holidays, winter break, and spring
break. Finally, a gap found in this body of the literature is that there is limited research
focusing on intersection/multi-issue student activism. Only two studies briefly discuss
multi-issue/intersectional activism (Farago et al, 2018; Jacoby, 2017).
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Summary and Discussion
This study aims to gain a comprehensive understanding of the impact that
engaging co-curricular social justice advocacy activities has on students’ capacitybuilding for progressive, democratic, civic engagement. To support this goal, this chapter
explored four bodies of literature that illustrate active learning pedagogies used to prepare
college students for civic engagement. The first body of literature focused on the
curricular efforts that employ simulations to teach about social stratification and poverty.
The next body of literature reviewed focused on the curricular efforts of diversity and
social justice education, which leads students to gain knowledge, skills, and awareness
for social action by participating in diversity and social justice education opportunities.
Moreover, the third body of literature reviewed shows that critical service-learning
supports students in gaining capacities for civic engagement, such as knowledge and
skills for advocacy, knowledge and skills for lobbying, ability to engage across
differences, and understanding the marginalization of the Latinx community. The last
body of literature reviewed exhibited that participating in student activism supports
students in gaining capacities, such as raising others’ awareness about issues of
oppression, facilitation skills, and the ability to influence institutional change. Table 6
summarizes the main takeaways of the literature reviewed as well as the gaps in the
literature.
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Table 6
Summary of the Literature
Body of
literature

Teaching and
Actively
Learning
About Social
Stratification
and Poverty

Diversity and
Social Justice
Education

Critical Servicelearning

Student
Activism as
Education

Main
Takeaway

The use of
simulations
supports
college
students to
gain
knowledge
and awareness
but does not
seem to
support skill
development.

Provides support
for college
students to gain
skills, knowledge,
and awareness for
social action by
engaging in social
explorations and
action planning
activities

Provides support
for college
students to gain
skills, knowledge,
and awareness for
social action
through
community
engagement
experiences

Provides support
for college
students to gain
skills,
knowledge, and
awareness for
social action by
engaging in
collective social
justice advocacy
that is studentrun and peer led.

Gap in the
Literature

Limited
Research on the
Limited research
Limited research
research about long-term impact
about the longon
the long-term of diversity and
term impact of
intersectional/mu
impact
social justice
critical-servicelti-issue student
simulations
education on long- learning.
activism
that focuses
term social action
on how
and political
college
engagement is
students use
sparse.
the
knowledge
and awareness
they gain
The review of these different bodies of literature confirms that active learning

pedagogy supports college students in gaining capacities for democratic civic
engagement. The capacities students gain, however, differ depending on the goals of the
active learning pedagogy. While the use of simulations supported students in gaining
knowledge, this active learning pedagogy did not necessarily support students in gaining
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skills. Meanwhile the other three active learning pedagogies reviewed were able to
support students in gaining both knowledge and skills associated with social action
engagement.
This research can contribute to the scholarship on active learning pedagogies used
to prepare college students for democratic civic engagement. Given that this research
study can provide insight into how engagement with social justice advocacy activities
supports students’ capacity-building for progressive, democratic, civic engagement. In
the next chapter, I go over the methodology implemented to conduct this research study.
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CHAPTER 3
METHODS AND PROCEDURES
In this chapter, I present the research methodology and mixed methods research
design of this exploratory study. Mixed methods research considers “multiple viewpoints,
perspectives, positions, and standpoints (always including standpoints of qualitative and
quantitative research)” (Johnson et al., 2007, p. 113). I begin this chapter by returning to
the purpose of the study and introduce the guiding research questions. Next, I provide a
rationale for using mixed methods, situate the study within this methodology, and
continue with a description of the site and how I gained access to the study participants.
Then, I describe the process used to recruit participants and the data collection process
and instruments used. I conclude this chapter by discussing steps taken to ensure
trustworthiness and the limitations of the study.
The purpose of this exploratory mixed methods study was to investigate if and
how college students’ experiences with co-curricular social justice advocacy activities
support their capacity-building for progressive, democratic, civic engagement. Moreover,
because much of the literature on civic engagement is within the field of civics education
for democratic engagement, I am interested in identifying higher education practices that
can support student activism as a form of progressive civic engagement.
I developed the following four research questions to help guide this exploratory
mixed methods study.
1. What motivates participants to become involved in co-curricular social
justice advocacy activities?
2. What kinds of co-curricular social justice advocacy activities do
participants participate in during their CEPA involvement?
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3. In what ways do participants gain capacities for progressive civic
engagement when participating in co-curricular social justice advocacy
activities?
4. In what ways do participants envision themselves in the future using
capacities they gained?
In the next section, I explain my reasoning for employing a mixed methods approach to
conduct the study.
Rationale for Mixed Methods Design
A mixed methods approach allows for an expanded understanding of the research
problem because “there is more insight to be gained from the combination of both
qualitative and quantitative research” (Creswell, 2009, p. 203). Four important aspects to
consider when designing a mixed methods research study are timing (sequential or
concurrent), weighting (priority given to quantitative or qualitative), mixing (how the
data are linked), and theorizing (guiding theoretical perspective) (Creswell, 2009).
I followed a mixed methods design that consisted of two phases of data collection.
Through the study, I asked participants to share their experiences engaging in cocurricular social justice activities on their college campus. I was particularly interested in
how the students’ experiences with co-curricular social justice activities during college
supports their capacity-building for progressive, democratic, civic engagement. I also
explored how participants used the capacities they developed due to their engagement
with co-curricular social justice activities during college.
This study is guided by theoretical concepts that are useful to help understand
how social justice advocacy activities support students in developing capacities for
progressive civic engagement. Progressive, democratic, civic engagement can incorporate
social activism, political dissent, civic responsibility, or becoming a change agent
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(Malaney, 2006). I used two different data gathering methods to understand how
students’ involvement with co-curricular social justice activities during college helps
their capacity-building for progressive civic engagement. First, I administered an online
questionnaire to learn about the following:
1. Participants’ experience with their involvement in social justice activities,
2. Capacities participants developed by participating in social justice activities
during college, and
3. Ways in which participants envision themselves applying the capacities they
gained from participating in social justice activities
Second, I engaged participants in 45- to 90-minute digitally recorded, semi-structured
interviews to understand more in-depth if and how their experiences with social justice
advocacy activities support capacity-building for progressive, democratic, civic
engagement. These interviews allowed me to explore in more depth the nature of
students’ involvement with CEPA and their perceptions of their experiences with the
organization.
The second phase (follow-up interviews) of data collection was based on the first
phase of data collection (online survey). When using two data collection phases, the
researcher may use a quantitative or qualitative approach during the first phase, and the
“weight can be given to either or distributed evenly to both phases” (Creswell, 2009, p.
212). Therefore, I assigned equal weight to both phases of the data collection.
The analysis of the data collected in the first phase helped identify which
participants to interview during the second phase. The two-phase process resulted in two
separate data sets: a quantitative data set and a qualitative data set. These data sets,
although different, are connected (Creswell, 2009). In mixed methods research,
connected refers to “a mixing of the quantitative and qualitative research that are
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connected between data analysis of the first phase of research and data collection of the
second phase of research” (p. 208). In the next section, I describe the site and participant
selection.
Site and Participants
Founded in 2007, the Center for Education Policy and Advocacy (CEPA) is an
organization offering students a broad range of opportunities to become involved in
"governance activities, policy research, and activism to address student concerns on
campus" (CEPA, 2022, para.1). The organization strongly believes in building grassroots
to amplify the political consciousness of the UMass Amherst campus community (CEPA,
2018). For this reason, CEPA focuses on training, educating, and mobilizing students
about issues of education justice with the intention of shifting the dynamics of power and
creating change within higher education and beyond the institution. CEPA sees itself as
part of a broader student and human rights social movement working to dismantle
systems of oppression and working toward collective liberation both within UMass
Amherst and beyond. Equally important, the organization’s theory of change focuses on
teaching people to advocate for themselves to become skilled to advocate for others,
which is noted in their organizing model illustrated below in Figure 1. An important
characteristic of CEPA is its ability to provide a space for students to immediately
practice organizing within the campus community, thus giving them an opportunity to
take action to improve their campus community. Figure 1 illustrates CEPA’s organizing
model.
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Figure 1
CEPA’s Organizing Model. Adapted from CEPA (2022).
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CEPA is recognized as a student agency of the UMass Amherst Student
Government Association (SGA). CEPA can enact advocacy work because it is an SGA
student agency that is granted power via the Wellman document (Appendix A), which
recognizes the SGA as a governing body within UMass Amherst. The Wellman
document gives students the power to manage student political affairs and organization
matters and set standards for student behavior, conduct, and discipline. Thus, the
Wellman document allows CEPA to have an advocacy role in the university. The
following are CEPA’s (2018) goals, which are drawn from the organizations 2018
Charter:
1. Advocating and lobbying for the increased affordability and accessibility of
public higher education.
2. Collaborating with the SGA and campus agencies, support services, programs,
Registered Student Organizations, academic departments, and regional and
national coalitions (such as the United States Students Association
Conference) to increase the efficacy and inclusiveness of campus policy
development.
3. Conducting independent research on issues relating to inclusion and diversity
within the undergraduate student body.
4. Developing policy proposals, reports, and recommendations based on the
findings of this research.
5. Providing policy recommendations that support the cross-cultural efficacy of
campus policies.
6. Lobbying the federal and state government, including all legislative and
executive offices on issues relating to inclusion and under-representation
within the undergraduate student body.
7. Providing tutoring, mentoring, organizing, and skill-building opportunities that
will allow students and staff to respond effectively to the unique challenges of
advocacy in a multicultural context.
8. Developing organizing campaigns that increase diversity, social justice, and
access, and affordability in public higher education.
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CEPA’s advocacy work is grounded within a social justice advocacy framework.
Social justice advocacy recognizes human suffering (Kiselica & Robinson, 2001) and
addresses injustice (Ratts et al., 2007). Social justice advocates rely on a series of
competencies that allows them to carry out their advocacy work. CEPA offers students
the opportunity to develop social justice advocate competencies through their
involvement in different CEPA activities, workshops, and training. For example, CEPA
training, such as Rational Organizing, Coalitions: The Key to Campaign Success, Power,
Speaking with Your Legislators, can lead students to develop social justice advocacy
competencies. These social justice advocacy competencies can include political savviness
(Singh et al., 2010), self-advocacy skills (Singh et al., 2010), ability to impact social
policies and legislation (Lee & Walz, 1998), ability to work in collaboration with allies to
lobby legislators and other policymakers (Lewis et al., 2002), and being able to seek out
and join potential allies (Lewis et al., 2002). Other social justice advocacy competencies
that students can develop via their participation in CEPA can include distributing
information through various forms of media (Lewis et al., 2002) and being able to
analyze the sources of political power and social influence within the system (Lewis et
al., 2002).
CEPA challenges how economic inequality manifests at UMass Amherst via the
organization’s social justice advocacy. For this reason, CEPA develops organizing
campaigns intended to raise awareness about issues of economic inequality impacting
UMass Amherst students. For example, in their social justice advocacy role, CEPA
strategizes to identify concrete solutions that can help mitigate the issues of economic
inequality that impact students. CEPA recognizes the state and the university's role in the
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manifestation and reproduction of issues of economic inequality impacting UMass
Amherst students. For these reasons, CEPA works with Massachusetts state officials and
university administration officials to identify tangible and practical solutions that can
help mitigate issues of economic inequality impacting UMass Amherst students. The
Food and Justice campaign and the Affordable Higher Education campaign are two of
CEPA's organizing campaigns. CEPA’s Food and Justice campaign focuses on
addressing the issue of food insecurity faced by undergraduate and graduate students due
to the increasing cost of higher education. The Food and Justice campaign challenges the
lack of affordable meal plans for students. Thus, CEPA works in coalition with other
campus groups as well as the administration to create long-term plans for freezing meal
plan costs, rolling back meal plan costs, and ensuring that the university offers affordable,
accessible, and quality food for all students.
CEPA’s Affordable Higher Education campaign focuses on making UMass
Amherst accessible and affordable. CEPA attempts to raise awareness about the issue of
affordable higher education and to encourage students to organize and advocate for
policies that can resolve the issue with the goal of having free higher education. CEPA
works with university officials, such as the vice chancellor, to craft a university policy
aimed to create more resources for first-generation and low-income students.
Furthermore, CEPA recognizes that there are university members besides students who
are impacted by issues of economics at university. Therefore, CEPA works in coalition
with other campus advocacy groups, such as labor unions. In the past, CEPA has
organized with the university labor unions to strengthen workers’ rights and relations on
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campus. This demonstrates how CEPA’s social justice advocacy work extends beyond
the student community and advocates for the larger UMass community.
CEPA is composed of a director who is a professional University staff member,
seven student staff, CEPA general members, and the CEPA advisory board. The seven
student staff positions include a lead campaign and advocacy coordinator, a campaign
advocacy coordinator, a policy, legislative, and research coordinator; a media
coordinator; an external communication coordinator; a lead education and training
coordinator; and an education and training coordinator. Occasionally, the organization
also has interns. These internships are designed based on the students' interests. During
each academic year, there are approximately 40 general members. I interviewed CEPA
participants who belong to three different clusters for this study. The following are the
clusters:
1. CEPA student staff – This includes current CEPA student staff. CEPA has seven
student staff positions with different roles, given the goals of the organization.
Interns also are part of the student staff.
2. New and returning general members – This includes students who are current
active members involved in CEPA. There are about 40 students who are involved
in CEPA throughout the academic calendar year.
3. Past participants – This includes students who were previously actively involved
in CEPA (either as general members, as interns, or as student staff) at one point
during their UMass student experience but are no longer active participants;
however, they are still UMass students.
Gaining Entry and Consent
For this research study, I recruited participants in person and via email. I began
the sampling process by meeting with the CEPA director to discuss my approach for
recruiting participants. In this meeting, I identified dates that I would attend a CEPA staff
meeting and a CEPA general members meeting to recruit students to complete the survey.
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First, I attended a CEPA general members meeting to recruit participants. Then I
attended a staff meeting to recruit more participants. I gave verbal invitations for students
to complete the survey at each of these meetings (See Appendix B for verbal invitation).
Students were informed that survey participation was voluntary. To encourage students to
complete the survey, I offered them the choice of one $5.00 gift card to: the Haymarket
Cafe, the Black Sheep, or Cushman Cafe. Finally, I informed participants about the
pending email invitation (Appendix C) that included the link to the survey.
After giving the verbal invitation, I sent an email invitation with a link to the
survey to the CEPA director. She could then distribute the email invitation among the
CEPA staff, new and returning CEPA general members, and previously involved CEPA
members (See Appendix C). In the email invitation, I introduced myself, and the
following: a brief overview of the study, a statement about how long it takes to complete
the survey, and a link to the online survey questionnaire (See Appendix D).
The email invitation also let participants know that participating in the online
survey was voluntary and that participating or not participating in the study would have
no impact on their standing in CEPA. Three reminder email invitations were sent a week
after the first email invitation (Appendix E). These emails were also sent from the CEPA
director’s email account.
To encourage students to participate in the survey, I relied on gift cards from local
vendors because I perceived that their mission would most likely speak to the CEPA
students’ values. I chose local vendors in hopes of demonstrating to the CEPA students
my awareness of the UMass area and my goal to use the opportunity to connect with the
participants indirectly. For example, the Haymarket Cafe is “named in honor of the
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Haymarket Square in Chicago where, in 1886, working men and women took to the
streets on behalf of workers' rights, including the 8-hour workday” (Haymarket Cafe, n.d.
para.1).
Using incentives to encourage participants to complete surveys is supported by
social exchange theory (Dillman et al., 2014). Social exchange theory suggests that
individuals will be more likely to “comply with a request from someone else if they
believe and trust the rewards for complying with that request will eventually exceed the
cost of complying (p. 24). Social exchange differs from economic exchange in that the
benefits and the reasons for providing them are not identified in advance; instead, they
are intentionally left open, trusting that they will be delivered (Dillman et al., 2014). In
comparison, economic exchanges are dependent on giving a “monetary value to the
service or product to be transferred in the exchange” (p. 25).
For the follow-up after the surveys, I interviewed participants from the three
different clusters: the new and returning general members cluster, the student staff
cluster, and the past participant cluster. The rationale for interviewing participants from
the different clusters has to do with the following: length of involvement perhaps matters,
to learn how participants previously involved in CEPA are applying their skills, and to
understand the impact of engagement over time. There were three participants in the new
and returning general body member cluster, four participants in the student staff cluster,
and one participant in the past participant cluster. I used the data collected from the
online survey to help me with the selection process of participants to interview. To invite
participants to a follow-up interview, I contacted them by phone and email (Appendix F).
These interviews were semi-structured interviews, approximately 45 to 90 minutes long,
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and were digitally recorded. All interviews were transcribed verbatim. Lastly, as a token
of appreciation, interviewees received a $25 gift card to Broadside Bookshop, an
independent bookstore located in Northampton (a nearby town). Broadside Bookshop
believes in being involved with the local community, and, therefore, in the “spirit of
community,” partners each month with a local non-profit organization “to support and
bring attention to the important work they do” while giving customers the opportunity to
support these groups in various ways (Broadside Bookshop, n.d., para. 1).
The online survey featured an Informed Consent form on the second page. The
Informed Consent Form explained the risks and benefits of the research (Appendix G).
For the follow-up interviews, I reviewed the Informed Consent Form with interviewees
(see Appendix H). This study did not present any major risks; however, I chose to create
a specific Informed Consent Form for each phase in the study in recognition that the risks
and benefits of participating in an interview differ from the risks and benefits from
completing a survey.
Study Participants
In this section, I describe the demographic characteristics of the participants
involved in this study based on self-reported survey data. Then, I introduce the interview
participants with more detail by providing a portrait for each.
Survey Participants
Thirty students involved with CEPA were invited to take the survey, and 20
participated. Table 7 illustrates participants’ self-reported demographics, including
gender, race, academic year, time of involvement in CEPA, CEPA position, and
academic college. There were more first-year students involved in CEPA compared to
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second-, third-, and fourth-year students among the study’s participants. CEPA’s
membership, however, is typically mixed with students from different academic years.
The membership is dependent on staff and members networks. For example, sometimes
staff members who are also working as resident assistants in the resident halls or peer
mentors tend to have access to other student networks, giving them the opportunity to get
more students involved in the organization. For some reason, there were more first-year
students in this sample than sophomores and other upper-level undergraduates Drawing
from the literature, the high involvement of first-year students could be explained by the
rise of student activism among college and high school students that took place during the
2014-2015 academic school year, which has had a strong influence upon entering firstyear college students to become involved in student protests during their college
attendance (Eagan et al., 2015). Although there was less representation of the other
academic years among survey respondents, the organization does have student members
who are in their second, third, or fourth academic year. A possibility for why there are
fewer members could be that some members move on to other organizing circles at the
university when they become juniors and seniors. However, it is important to note that
even when students choose to engage in other organizing spaces, they find some way to
continue work with the organization in their new role. Survey respondents were asked to
specify their major. To illustrate more concisely the different majors of survey
respondents, I organized the majors by academic college. Most of the survey respondents
were part of the College of Social and Behavioral Science. This is not surprising since the
academic disciplines housed in this college have historically focused on exploring
society’s social problems. The most common majors among students in the College of
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Social and Behavioral Science were Political Science, Sociology, Economics, and Social
Thought and Political Economy (STPEC). The STPEC major is unique to UMass
Amherst.

Table 7
Survey Respondents Characteristics

N
Gender
None Binary
Man
Woman

4
6
10

People of Color (POC)
White

4
16

Yes

2

First
Second
Third
Fourth

9
4
6
1

College of Natural Sciences
College of Humanities and Fine Arts
College of Social and Behavioral Sciences
College of Engineering
Time of Involvement
Less than one semester
1 semester
2 semesters
3 semesters
4 or more semesters
CEPA Position
New General Body Member
Returning General Body Member
Student Staff
Intern
Previous active member/Intern/Staff

1
2
18
1

Race

First Generation
Academic Year

Academic College

104

6
4
5
3
2
9
3
6
0
2

In sum, a large portion of survey participants were new general body members, first-year
students, and involved less than one semester. Most of the survey participants were
majors in the Social Behavioral Science College. A possible reason for why most of the
survey participants were majors in the Social and Behavioral Science could be due to the
fact that these majors (e.g., sociology) focus on teaching students about the issues similar
to what the organization focuses on. In the next section, I provide an overview of the
interview participants.
Interview Participants
In this section, I introduce the eight interview participants. I developed the
participant portraits using the participants’ answers to the questions about a) their
previous organizing experience, b) what organizing for social justice advocacy means to
them, and c) why they think it is important to engage in organizing for social justice
advocacy. Table 8 table illustrates the basic information of the interview participants.

Table 8
Interview Participants Demographics
Participant

CEPA Position

Willow

Student
Staff/General
Body Member
Student Staff
General body
Member
Student Staff
General body
Member
Student Staff
Previous Student
Staff

Linden
Daisy
Shanti
Jordan
Camila
Cater

Length of
Involvement
2 Semesters

Academic
Year
First

Academic
College
SBS

4+ Semesters
2 Semester

Fourth
First

SBS
SBS

2 Semester
2 Semesters

Third
Second

HFA/ SBS
SBS

3 Semesters
4+ Semesters

Third
Third

SBS
SBS
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Henry

General body
Member

2 Semesters

First

SBS

In summary, most of the interview participants were student staff members,
majors in the Social and Behavioral Science College, and involved in the organization for
two semesters. CEPA has seven paid staff positions that are funded by the SGA. At the
time that I conducted this research study, all student staff positions were filled. I
interviewed four of the seven student staff. I also interviewed a previous staff member.
Compared to the survey participants, who were primarily first-year students, there is
more of a mix in the academic years among the interview participants. Most of the
interview participants were involved in CEPA for two semesters, while the majority of
the survey participants were part of the organization for only one semester. Finally, two
similarities between the interview participants and the survey participants are that most of
the students were White and majors in the College of Social and Behavioral Science.
Willow
Willow is a student employee of CEPA. They started in the organization as a
general body member (GB). At the time of their interview, Willow had transitioned into
becoming a staff member. Right away, I got the impression that Willow was a very
driven individual. For a first-year student, they were actively involved in the co-curricular
opportunities that the university offers, and they were thinking about starting a student
organization that could promote students making an impact on campus. Organizing for
social justice to Willow means centering people’s experiences with oppression while
taking action to address issues of inequality. They find it important to organize for social
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justice because of its focus on people. In the interview, I learned that Willow is a creative
individual, who enjoys using artistic practices in their organizing.
Willow shared that they came across CEPA when they joined the Student
Government Association (SGA). They first joined CEPA as a GB because they thought it
was interesting to be part of a community of student leaders who are trying to address
issues of inequality. When a staff position became available at CEPA, Willow decided to
apply for it because they wanted to integrate their previous organizing experience in the
organization and thought that doing so could help lead the staff to engage in different
creative processes often used for organizing. Their transition from GB to CEPA staff
member showed me that Willow is strongly dedicated to student activism. I was
impressed with Willow’s sophisticated level of analysis regarding the role of the State
and State power in the manifestation of issues of inequality.
Linden
Linden is a work-study student employee of CEPA. They are quite personable.
Upon first meeting Linden, they interacted with me in a very friendly manner. Linden is
also quite talkative. They provided a lot of context in their answers. Linden has
organizing experience prior to joining CEPA. For Linden, organizing for social justice
advocacy means educating, fundraising, taking direct action, protesting, and doing policy
work. According to them, organizing should encompass all these components. Linden
finds it important to engage in organizing for social justice due to their own experiences
with oppression, and they were motivated to join CEPA because they needed a workstudy position, and, given their prior involvement with organizing, they felt the position
with CEPA would be a great option. They are quite knowledgeable about issues of
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economic inequality and how these issues are linked to capitalism and other forms of
oppression. Linden is also very dedicated to addressing issues of inequality on campus. In
the interview, they shared their experience with organizing for the Hampshire Dining
Commons protest.
Daisy
Daisy is a general body member of CEPA. They had not declared their major yet
but were part of the College of Social and Behavioral Sciences. Prior to attending UMass,
they were involved in activism and community service. These experiences propelled
them toward an appreciation of politics, which became more relevant to their life as they
got older. I found Daisy to be a calm person because of how they expressed themself.
Their tone of voice was consistent throughout the interview. For Daisy, organizing for
social justice advocacy is centered on relational organizing. They believe that the
relationships among organizers is important in working together. This is something that
they have learned through their participation in CEPA. Daisy learned about CEPA from a
peer mentor in their residence hall who is also a CEPA student employee. They had a
one-on-one, which is a common practice in relational organizing and gives activists the
opportunity to get to know each other on a deeper level. During this one-on-one, Daisy’s
peer mentor informed them about issues of inequality that Daisy did not know existed.
Daisy was particularly impacted when they learned about the food insecurity issue on
campus. CEPA’s organizing actions focused on addressing issues of economic inequality
encouraged Daisy to join CEPA, given their interest on the subject. Daisy cares strongly
about making change and is persistent about it. In their interview, they spoke about how
when they first joined the organization, they were afraid that they did not have enough
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knowledge to take action against the issues the organization was focusing on. However,
they realized quickly that the issues were bigger than their fear; therefore, it was
important for them to keep engaging. Daisy shared that having this realization
encouraged them to continue to show up to CEPA’s organizing actions and weekly
meetings.
Shanti
Shanti is a student employee of CEPA. They became actively engaged in
organizing due to their experiences with discrimination. Shanti became involved in
CEPA because they needed a work-study position to pay for their university housing.
Another professional staff member directed Shanti to CEPA. For Shanti, organizing for
social justice advocacy means building community first and foremost and using a shared
model of leadership rather than one that is hierarchical. Shanti explained that people
organizing for social justice advocacy should engage in a process of learning and
unlearning, work on themselves, and help others work on themselves too. To better
demonstrate what they meant, Shanti shared with me how they had to engage in a process
of unlearning the anti-blackness they internalized while growing up. Shanti is quite selfaware. In the interview, they shared that despite the oppression they experience due to
their social identities, much of this exists within a U.S. context, and how in the country
they were born in, they hold privilege due to their social location there. They are caring
and feel that it is important that social justice organizers meet communities where they
are and have a clear understanding of their needs when planning to work with them.
There are two reasons Shanti finds it important to engage in social justice organizing: a)
they are personally affected by the issues directly, and b) they don’t want to see others
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experience hardships due to oppression. Shanti was very talkative and had a lot to say in
the interview. When responding to some questions, it took them a while before arriving at
the answer. I believe this was due to the fact that they were reflecting on their experience
as they were answering the questions.
Jordan
Jordan is a general body member of CEPA. The experience of personally being
impacted by anti-Semitism has contributed to Jordan’s ability to develop an
understanding of the existence of anti-Blackness and the harassment that targets the
LGBTQ community. Jordan is caring. In their interview, they shared that they have
always wanted to use their position to make positive change for people. Their previous
experience with civic engagement includes political campaign organizing. Jordan defines
social justice advocacy as working to create change that is inclusive, so that it can benefit
all types of people. Given their understanding of issues of inequality and their impact on
them and others, Jordan believes that it is important for them to engage in organizing for
social justice. I got the impression that Jordan was very knowledgeable about economic
inequality. During their interview, they shared critical information about wealth
disparities, the student debt crisis, and the relationship between wealth disparity and the
student debt crisis that they learned through their researcher role in the CEPA campaigns.
Jordan was motivated to join CEPA because the organization was working on higher
education affordability issues, such as student debt.
Camila
Camila is a student employee of CEPA. I got the sense as soon as Camila walked
through the door that they were a busy student with a lot of responsibilities on their plate.
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As they sat down, they asked if it would be okay for them to eat their lunch and added
that they had not been able to do so because they had been in meetings and classes all
day. Camila was motivated to join CEPA because they felt the organization provided
them with the opportunity to engage in direct action with like-minded individuals as well
as the resources they need for organizing. As I continued to engage with them throughout
the interview, I learned that they were very self-aware. They had a very advanced way of
thinking about how their gender and race played out in different spaces they inhabited. I
got the feeling that Camila appreciated having the opportunity to reflect on their CEPA
experience. They appeared to have a lot to say about their experiences with being
involved in CEPA. For Camila, organizing for social justice means supporting people in
becoming successful and empowered, whether by examining policies that actively
disenfranchised people, such as mandatory minimum sentencing, and trying to dismantle
them, or by making others aware and getting them to work to change the status quo and
lay the foundation for something better. Camila finds it important to engage in organizing
for social justice because it allows them to develop a deeper understanding of something
of which they are already aware and how they can change it. Camila shared in their
interview that they struggle with the hope element of organizing and with the idea that
they can actually make a difference. However, they stated the success of the organizing
actions that they had been a part of were allowing them to see how they were making a
difference, which has encouraged them to continue to stay involved in CEPA.
Carter
Carter is a previous student employee of CEPA who now works with the
organization in another capacity. They arrived at the interview about 20 minutes before
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they were supposed to, so we got an earlier start than I expected. I was happy to do this,
given that Carter seemed excited to begin the interview. During the interview process, I
learned that Carter is very passionate about student organizing and its contribution in
bettering the campus. I found this interesting, given that they had no organizing
experience prior to joining CEPA but, instead, had more of a theoretical understanding.
When Carter arrived at the university, they hoped to engage in organizing intended to
address climate issues, and, therefore, they joined the student government because they
believed it would be a great place to begin doing so. In the student government, Carter
met other students affiliated with CEPA and was motivated to join the organization
because a) they thought it was more aligned with the type of organizing they wanted to
engage in, b) the organization was more exciting, and c) the organization might have a
greater ability to make change compared to the student government. For Carter,
organizing for social justice advocacy means taking responsibility for building the society
that one wants to live in. They are highly inspired by the Latin American socialist
framework that proposes the idea that another world is possible. They believe that every
person is responsible for actively creating a better society and that organizing is the most
accessible way to accomplish that goal because it recognizes that everyone has a stake
and the ability to make change. Conversely, community organizing can bring people into
the decision-making process and help create spaces that are grounded in the day-to-day
activities and the relationships people have with each other, and, therefore, feel more
democratic.

112

Henry
Henry is a general body member of CEPA. I found Henry to be direct and brief;
there were times that I had to ask them to expand on their answer. They were motivated
to join CEPA for two reasons: a) the opportunity to organize with like-minded students,
and b) they felt that CEPA is an effective organization in making concrete changes in
issues of inequalities on campus. For Henry, organizing for social justice advocacy means
convincing their peers of the importance of the issues, illuminating them using a newly
gained awareness, and tapping into people’s concern about specific issues of injustice to
create a movement. Given Henry’s position of gender and racial privilege, they feel their
moral obligation to engage in organizing for social justice advocacy. They are self-aware.
In the interview, they shared how they often make a conscious effort to not be too
overbearing, too direct, or the assertive voice in the room because often people who hold
their identities dominate the conversation. For this reason, they believe that it is their
responsibility to listen to other people’s perspectives in their work with CEPA.
In this section, I provided a depiction of the eight interview participants. I
described their involvement in CEPA activities, prior organizing experience, how they
define social justice advocacy, and why they think it is important to engage in social
justice advocacy. In the next section, I address the first research question in the study.
Data Collection
As previously discussed, this research study consisted of two phases of data
collection. The first phase was composed of a voluntary online questionnaire that was
administered to gather background information about the students involved in CEPA and
their experiences engaging in co-curricular social justice advocacy activities. The online
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questionnaire took approximately 9 to 12 minutes to complete. The second phase was
composed of follow-up semi-structured interviews that were 45 to 90 minutes long.
Survey Design and Administration
To answer the research questions in the study, I designed a survey instrument that
consists of a total of 35 questions: 3 open-ended and 32 close-ended questions (Appendix
D). The survey was divided into four sections: 1) involvement in CEPA, 2) participation
in CEPA activities, 3) action and engagement, and 4) background information. Seven
survey questions asked about student involvement in CEPA. The first set of questions
was intended to gather general information about students’ roles and involvement in
CEPA. The next section asked about students’ experiences with specific CEPA social
justice advocacy activities. The next set of questions focused on the capacities and
knowledge that students gained via their CEPA experience and their use of these.
These survey questions were developed by drawing on the Group Attitudes and
Experiences survey, the 2017-2018 Diverse Learning Environment Survey, Advocacy
Counselor Competencies, the Freshman CIRP Survey, and the NSSE 2017. Modifications
were made to the survey questions to adapt them to the specific needs of my study. The
open-ended survey questions allowed me to collect detailed information, since this format
allows the participant to formulate their answer exactly as they want (Dillman et al.,
2014).
The close-ended questions allowed me to provide participants with a specific set
of answer choices (Dillman et al., 2014). The online survey was hosted via the web-based
platform Qualtrics. I chose to use an online survey because people now tend to conduct
their business electronically rather than picking up a phone, writing a letter or doing so in
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person (Dillman et al., 2014). This is particularly true for college-age students who spend
a significant amount of their time on electronic devices. Moreover, an increased use of
mobile devices, in particular, smartphones and tablets, has resulted in the growth of
online behavior, making these electronic devices the main modes to connect to the
internet for individuals (Dillman et al., 2014). For this reason, I made the online survey
accessible via the use of smartphones.
The first page of the online survey welcomed participants, included a brief
description of the study and thanked participants for completing the survey. The next
page featured the Informed Consent Form. The survey questions were displayed one
question per page. I chose to display one question at a time because doing this allowed
me to have more control over how the survey questions would look to the respondents
(Dillman et al., 2014). Another reason for displaying one question at a time was because
each response could be stored in the database as the respondent completed the survey,
meaning that if the respondent chose not to finish the survey, the answers to the survey
questions would be saved (Dillman et al., 2014). Lastly, I displayed one question at a
time because the online survey also employed skip logic, given that there were three
clusters of possible participants. Dillman et al. (2014) stated:
The page by page design format is also best for questionnaires with complex skip
patterns because it gives the surveyor control over which questions come next
rather than having to rely on the respondent to correctly interpret and execute
branching instructions. (p. 313)
The survey questionnaire invitation was sent to 30 CEPA students belonging to the three
previously identified clusters. In total, 20 CEPA students (66.7%) completed the survey.
The online survey served as a method to gather information about the reasons students
were motived to join CEPA, students’ participation in the trainings, organizing
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campaigns, and organizing actions; to collect general background information about
students involved in CEPA, and to help decide which participants in each cluster to
interview. In the next section, I discuss the protocol for the follow-up interviews.
Interview Protocol for Follow-Up Interviews
I conducted eight follow-up, semi-structured interviews: three interviews in the
student staff cluster, four interviews in the new and returning general body members
cluster, and one student in the previous member cluster. As previously stated, the
rationale for interviewing participants from the three membership clusters included the
length of involvement perhaps matters, to learn how participants previously involved in
CEPA are applying their skills, and to understand the impact of engagement over time.
The information collected from the online survey helped me identify the participants to
be interviewed. To help me make decisions about who to interview, I employed the
following criteria: a) length of involvement with CEPA (my goal was to interview
students who had a different time of involvement in the organization), b) motivational
reasons for joining CEPA (organizing opportunities, community building opportunities),
c) trainings attended (i.e., facilitation, recruitment, power, speaking with legislators), d)
class background (working class, middle class, and upper-middle class). To invite
participants to the follow-up interviews I contacted them via email and by telephone
correspondence. According to Longhurst (2003):
A semi-structured interview is a verbal interchange where one person, the
interviewer attempts to elicit information from another person by asking
questions. Although the interviewer prepares a list of predetermined questions,
semi-structured interviews unfold in a conversational manner offering participants
the chance to explore issues they feel are important. (p. 143).
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My goal was to use the semi-structured follow-up interviews to further explore
participants’ experience with co-curricular social justice advocacy activities. My interest
was to delve deeper into the capacities students felt they gained through their
participation in CEPA as well as how they envisioned themselves using these capacities
in the future. The follow-up interview questions were designed to help address the
research questions in more depth. Appendix I displays a table showing how the interview
questions correspond to the research questions.
The follow-up, semi-structured interviews, consisted of 11 open-ended questions
(Appendix J) and were 45 to 90 minutes in length. The semi-structured interview protocol
was divided into five sections: warm-up section, context for CEPA involvement,
activism, CEPA involvement, looking back/looking forward. The semi-structured
interview began with a warm-up question to help participants ease into the interview. I
chose to start with a warm-up question because it “can take time for participants to warm
up to semi-structured interviews” (Longhurst, 2003, p. 147). This question was followed
by a transition question to shift the interviewee to begin to speak about what excited them
about participating in CEPA. The next four questions of the interview protocol were
intended to help answer the research question that examines the motivational factors that
lead college students to become involved and stay involved in co-curricular social justice
advocacy. These questions were followed by four questions intended to help answer the
third research question exploring how engaging in co-curricular social justice advocacy
activities can help students to gain capacities for progressive civic engagement. Two of
these four questions had follow-up sub-questions, which allowed me to further probe
participants. The final two interview questions were intended to help answer the sub-
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research question focusing on listening to learn from students how they plan to use the
capacities they gained through their participation in CEPA in the future.
I concluded the interview by thanking the participant and asking the participant if
they had any questions for me about the research. I reminded them that they could contact
me if they had any questions. This assured that the participant could close the interview
conversation as well as supported positive contact with the researcher if the interviewee
had questions later, thus helping to further instill a sense of trustworthiness and
reflexivity. In the next section, I will explain the data management and data analysis
process.
Data Management and Analysis
As noted earlier, I sequenced the data collection into two phases: online survey
administration, followed by semi-structured interviews. In this section, I will go over the
process of data management for the online survey responses and the interview transcripts.
Then I will go over the data analysis process for the online survey data and the interview
transcripts.
Online Survey
The survey data was managed using the web-based program Qualtrics. Each
survey respondent received an identification number to keep the identity of the
participants protected. I used the same identification number for each of the
corresponding surveys (Fowler, 2014). To analyze the closed questions survey data, I
used descriptive statistics to help present and summarize this part of the data so that they
could be easily understood (Patten, 2012). I ran the frequency distribution of the data to
help identify major trends or patterns in the data (Patten, 2012). I coded the open-ended
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questions using four steps described by Fowler (2014). These steps include designing the
code, coding, data entry, and data cleaning.
I coded the data from the open-response questions in the order that it appears in
the survey instrument to reduce errors and ensure quality control (Fowler, 2014). The
open response questions of the survey focused on inquiring about students' motivations to
join CEPA, parent occupations, and academic major. Fowler (2014) suggested that
coding the data from open-response questions requires an interactive process, in which
the researcher creates coding categories that emerge from the participants’ answers. I
exported data from the open response questions using Qualtrics. After exporting the data,
I reviewed students’ answers and focused on identifying key terms as well as similarities
and differences among the answers. Then, I organized the responses in the following
themes: motivation, parent occupation, and academic major. I coded these data
throughout several rounds with the intention of narrowing down the codes.
For the root code of motivation, I had 13 codes that illustrated participants'
reasons for joining CEPA. I coded the root code of academic majors by academic college
and narrowed my codes down to four codes. Lastly, I coded the root code of parent
occupation by employment field. This resulted in 5 codes after the narrowing down
process. I relied on the participants’ answers to develop codes for the open response
questions. These codes were coded in an inductive way. I read through with my research
and sub-research questions in mind. I reviewed each survey for both the major themes
developed from the close initial readings and then developed the sub-codes to enhance a
more nuanced understanding of each parent code.
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Follow-Up, Semi-Structured Interviews
Qualitative data analysis requires a systematic consideration of several steps prior
to engaging in data analysis. Galman (2007) suggested taking stock of all the data
collected and organizing the data prior to engaging in the process of data analysis. To
manage and organize the data I collected from the follow-up, semi-structured interviews,
I took the following steps: a) digital audio-recordings of interviews were safely stored in
UMass Box, a secure cloud server made available to researchers through UMass, b)
transcripts were stored in a UMass Box, c) informed consent forms were filed in folders
labeled with each participant’s name and kept in a locked filing cabinet. To keep track of
my steps, I developed an inventory sheet to keep track of the interview data collected.
Coding the Interviews
After transcribing the interviews, I began the initial reading of the transcripts,
which provided me with an overview of the data (Galman, 2007) and allowed me to
familiarize myself with the data (Rossman & Rallis, 2012). I used the transcribing service
rev.com to transcribe the interview recordings. These interviews were transcribed
verbatim. Given the importance of all elements in a conversation, behaviors, such as
laughter, and/or gestures, were also included in the transcription (Lacey & Luff, 2009). I
started to review the data once the interview transcriptions were completed.
First, I reviewed the interviews to identify any patterns (Galman, 2007) and
themes (Rossman & Rallis, 2012) in the data. During this process, I looked for
relationships among these patterns (Galman, 2007) as well as similarities and differences
among the data (Rossman & Rallis, 2012). Identifying the similarities and differences in
the data allowed me to code and sort the data into appropriate categories (Rossman &
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Ralis, 2012). Throughout the process, I relied on an inductive approach to generate codes
(Creswell, 2009).
To make sense of the data, I coded the data through multiple stages. The first
stage of the coding process consisted of open coding. During this process, one begins to
open the text to expose the thoughts, ideas, and meaning contained within it (Strauss &
Corbin, 1998). This means that the researcher begins to break down the data, examines it
closely, and compares the data pieces to one another (Strauss & Corbin, 1998). In my
initial reading of the transcripts, I focused on doing line-by-line coding (Strauss &
Corbin, 1998). During this process, I examined the transcript phrase-by-phrase and each
individual word. On the margins of the transcript, I wrote down key phrases and
keywords that I found. After my initial coding of the transcripts, I re-coded each
transcript.
In the second round of coding, I focused on coding chunks of the paragraph. I
jotted the in vivo codes (Charmaz, 2006) on the margins. Then I created tables to
organize the coded data for each of the interview transcripts. In each table, I included the
coded excerpts, the in vivo code, and the code category. An example of the open coding
process is illustrated below in Table 9.

Table 9
Interview Coding Table
Interview Excerpt

in vivo Code

Code Category

Um, CEPA does, provides
a really good space for you
to really talk about issues
that are affecting students,
but also organize students

CEPA provides students
with a space for students to
talk about issues affecting
them.

Motivation to join CEPA
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around these different
issues, um, and really make
an impact, which is good. I
mean, I've been here for,
I've been involved with a
CEPA for about a year and
a half since my first, like
my first year on this
campus. Um, and I've seen
like things like actually get
done, accomplished really
productive meetings, uh,
and changes, you know,
that I've been able to see.
So it's nice, you know, to
one thing, have a space to
talk about, you know,
issues, problems or just
whatever you know is on
your mind. But also being
able to, um, get people
around it, sort of help
organize and really work
on these issues and really,
um, get a lot of
accomplishments out of
those. I think provides a
really a really, CEPA
makes it a really good
space for just, you know,
someone who is not
expecting to necessarily
make change or someone is
not necessarily like
thinking about like doing
anything that significant,
but just through that
process of being in that
space, having that dialogue
and then doing those
successive accidents to like
get people together that
culminates into actual like
action into actual results,
which I think is not too
many people, not too many

CEPA provides a space for
students to organize issues
important to them, allowing
them to make an impact.
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Motivation to join CEPA

place setting on campus
can offer that sort of
opportunity for just a
typical student. (LN-21-36)

The open-coding process allowed the data to be broken into ideas (Strauss &
Corbin, 1998). To help me organize the coded data, I created tables along each step of the
coding process. I entered all my coded data in the software program Dedoose (2018). I
chose to use Dedoose because of its user-friendly capabilities and the data analysis tools
the software contains. The tools in the software allowed me to examine the data more
closely and see the frequency of the codes and how they were dispersed throughout the
data. Closely examining the data set enabled me to see the overlaps and variations among
the codes. I engaged in constant comparison as recommended by Charmaz (2006). This
method allowed me to “compare data with data to find similarities and differences” (p.
54). Furthermore, by using constant comparison, I was able to refine my codes and
conceptual categories.
I developed a codebook to support me in the coding process. The codebook
underwent several rounds of edits. Each time that I revised the codebook, my goal was to
reduce the overall number of codes to make the data more manageable. The final
codebook consists of three coding families: CEPA as Student Organization, CEPA
Curriculum, and Learning Outcomes. Each family is made up of parent codes, child
codes, and sub-codes. The parent code is the overarching code of a set of data. The child
code and sub-code are codes that are more specific in relation to the data. In total there
were 8 parent codes, 33 child codes, and 31 sub-codes. See Appendix K for more details
about the codebook. I had two other doctoral students and a recent PhD graduate code
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some of the same data I had coded on my own, as a way to crosscheck my coding work. I
explain this in greater detail in the next section, Steps to Trustworthiness. I relied on the
data tables I had created throughout the coding process to assist me in memo writing.
Engaging in memo writing gave me the opportunity to think deeper about the
categories, since the writing process helps frame the categories. According to Charmaz
(2006), memo writing prompts the researcher to analyze the data and codes early in the
research process. Furthermore, “memos give you space and place for making
comparisons between data and data, data and codes, codes of data and other codes, codes
and category, and category and concept and for articulating conjectures about these
comparisons” (pp. 72-73). Throughout these procedures, I had consultation meetings with
my committee chair and one of the members of the committee.
Trustworthiness
Trustworthiness and reliability are key in every research study; therefore, research
needs to be conducted according to legitimate, rigorous research practices, needs to honor
participants, needs to be ethical, and needs to be sensitive to the power dynamics between
the researcher and participant (Rossman & Rallis, 2012). I took a variety of steps to
establish trustworthiness and reliability. To ensure trustworthiness and reliability, I relied
on peer debriefing to establish structural corroboration or coherence. This means “testing
every datum and interpretation against all others to be certain that there are no internal
conflicts or contractions” (Guba, 1981, p. 85). According to Guba, peer debriefing
provides “inquirers the opportunity to test their own growing insights and to expose
themselves to searching questions. Inquirers …ought to seek out and interact with other
professionals who are able and willing to perform debriefing function” (p. 85). To check
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my coding process, I invited two doctoral students and a recent PhD graduate to serve as
critical friends. According to Rossman and Rallis (2012), a critical friend can be an
“intellectual watchdog” as one engages in modifying design resolutions, in developing
potential categories of analysis, and in constructing an explanation for the phenomenon
of interests (p. 65). Each critical friend received a) a copy of the codebook, b) a copy of
an interview transcript (I provided each critical friend with a different transcript), and c)
the coding guidelines. After my critical friends completed their coding, I met with them
for about an hour to discuss the differences and the discrepancies between our coding.
Two of my critical friends identified areas in the transcripts that I had missed but were
worthy of being coded. After meeting with my critical friends, I went back to review my
own coding and took into consideration my critical friends’ feedback and made the
necessary adjustments.
I also used triangulation as a method to ensure trustworthiness. Triangulation
allows the researchers to make use of “multiple sources of data, multiple point in time, or
a variety of methods” to develop the picture that is being investigated (Rossman & Rallis,
2012). Using triangulation ensures that the researcher does not end up studying just one
part of “the complexity” they are trying to understand (p. 65). I compared and contrasted
the themes across the different interview transcripts as well as the themes from the
interview transcripts with the themes from the survey responses.
Ethical Considerations
In addition to the steps implemented to increase trustworthiness, I took into
account some ethical considerations when developing and executing the research study.
One consideration was ensuring that the research study abides by the ethical standards
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recommended when conducting research with human participants. These ethical
standards were meant to serve as “guidelines for practice to ensure participants in
research projects are protected from harm ad are not deceived” (Rossman & Rallis, 2012,
p. 72). I provided the survey participants as well as the follow-up interview participants
with an informed consent form. The online survey informed consent (see Appendix E)
provided the participants with information regarding a) the study’s purpose, b) that their
answers would remain confidential, c) the means used to keep their informed consent
secure, and d) that there were not a risk for completing the survey. For the follow-up
interviews, participants were given an informed consent form (see Appendix F), in which
I let them know: a) the study’s purpose, b) the interview procedure and objectives, c) the
steps taken to keep the transcriptions of their recorded interviews encrypted, and
password protected in UMass Box, and d) their informed consent form would be safely
kept in a securely locked cabinet that only I could access. I informed both survey and
follow-up interview participants that they would be given a distinctive identification
number. It is essential to gain the informed consent of participants to ensure research is
conducted ethically (Rossman & Rallis, 2012). The University of Massachusetts Amherst
Institutional Review Board reviewed the proposal for the research project to make sure
that it met the requirements for ethical research.
Role and Social Location of the Researcher
In qualitative research, the researcher is the principal instrument to gather and
analyze the data (Merriam, 2009). Given that the researcher serves as a tool, it is critical
that they have a reflective stance and be aware of their “social, political, and values
position” (Bloomberg & Volpe, 2016, p. 54). Due to the multiple social identities that I
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hold, which include being Latinx, working class, a cisgender woman, and temporally
abled body, it was important that I was conscious of their influence on my data collection
and on data analysis process, to keep any biases that might have come up in check.
Merriam (2009) recommended identifying and monitoring one’s biases rather than trying
to eliminate them. I also engaged in reflection about how my multiple social identities
impacted my interaction with the interview participants.
Limitations
Limitations are often a part of conducting research. This study has three
limitations. Rossman and Rallis (2012) proposed that limitations in a research study can
arise from a small sample size, relying on particular methods to gather data, and selection
procedures. The limitations of this study include the limited funds available for the
incentives, the methods employed to recruit participants, and not being able to determine
how demographically representative (of the population of CEPA members) the study
participants are. In this section. I discuss these limitations and my approach to trying to
deal with them.
The first limitation of this study is the limited funds available for the incentives.
The limited funds impacted the worth of the gift cards that were given as incentives for
the survey participants and the interview participants. If more funds were available, the
survey incentives would have been $10 gift cards to the local coffee shops rather than $5
gift cards. Moreover, the incentives used to recruit survey participants would have been
$40 gift cards to the local bookshop instead of $25 gift cards. I believe that if the
incentives would have been worth more, students would have participated because they
might have felt better compensated for their time. I have limited economic funds

127

available; therefore, I was not able to address this limitation. The second limitation was
the method that I used to recruit students to participate in the survey. Although I would
have liked to send the email invitations to the students directly, I was unable to do so
because of the restrictions that the university’s institutional review board put on my
research. The university’s institutional review board felt that it was important to protect
the identities of the CEPA members and did not agree with my original recruitment
proposal in which I proposed getting the contact information of the CEPA membership
from the organization’s director. I hoped that the follow-up email invitations that I asked
the director send to the CEPA members would help address this limitation. The last
limitation was not being able to determine how demographically representative (of the
population of CEPA members) the study participants are. I was unable to attain the
demographics for the entire membership of CEPA. Not having this information made it
difficult to discern whether the study participants’ demographics were representative of
the CEPA membership. Not having these demographics made it difficult to determine if
there was an over representation of first year students in the study.
Summary
In this chapter, I went over the methodology used for the data collection of the
study which consisted of two phases, a quantitative and a qualitative phase. The first was
the quantitative stage that used an online survey as the instrument to collect general
knowledge about CEPA participants and to help with the recruitment for the second
phase, which consisted of one-hour, semi-structured interviews. While I came across
limitations in the study, I relied on peer debriefing and triangulation to increase
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trustworthiness throughout the research progression. In the next chapter, I discuss the
findings of the research study; I have organized it by research question.
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CHAPTER 4
FINDINGS
This chapter presents findings related to the four research questions guiding the
study:
1. What motivates participants to become involved in co-curricular social justice
advocacy activities?
2. What kinds of co-curricular social justice advocacy activities do participants
participate in (during their involvement with CEPA?
3. In what ways do participants gain capacities for progressive civic engagement
when participating in co-curricular social justice advocacy activities?
4. In what ways do participants envision themselves in the future using capacities
they gained from their co-curricular social justice advocacy activities?
The findings reported in this chapter draw from 20 participants’ survey responses
and 8 participants’ follow-up interviews. For each research question, I examine relevant
responses to open- and closed-ended survey questions and to the interview protocol. I use
descriptive statistics (e.g., frequencies) when reporting on closed-ended survey responses
and a qualitative thematic analysis of participants' responses to open-ended questions and
interview questions. For each research question, I close the section with a brief summary
and discussion of findings. The organization of the chapter follows the order established
by the research questions and ends with a brief summary and discussion of the key
findings, and a preview of the discussion and implications chapter.
Research Question 1
What motivates participants to become involved in co-curricular social justice
advocacy activities?
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My primary goal for this research question was to gain insight into some of the
factors that influence participants' motivations to join CEPA as a pathway to student
activism, particularly regarding what inspires college students to become involved in
student activism. To meet this goal, I conducted a qualitative thematic analysis of 20
participants' responses to one of the survey open-ended questions asking participants
what motivated them to join CEPA and one question from the follow-up interviews I
conducted with 8 participants.
Participants’ Motivations for Joining CEPA
To understand why participants joined CEPA, I used a survey question to directly
ask participants to describe what motivated them to join CEPA. To complement
participants' responses to the survey question, I asked participants in the individual
interviews to describe prior experiences with civic engagement that encouraged them to
join CEPA. For most of the participants interviewed, these experiences were during high
school; however, some participants who had transferred to the University of
Massachusetts Amherst had civic engagement experiences at their previous institutions.
Table 10 exhibits the thematic clusters that emerged from the qualitative analysis.
These clusters describe participants’ motivational reasons for joining CEPA. There are
three thematic clusters: 1) previous experiences with civic engagement, 2) addressing
social problems, and 3) organizing opportunities.
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Table 10
Participants Motivational Reasons to Join CEPA
Thematic Cluster

Sub-themes

Previous Experiences with Civic
Engagement

Organizing
Lobbying
Political campaigning
Volunteering

Organizing Opportunities

Join CEPA’s organizing campaigns
Get involved in campus activism for progressive
change
Be in community with other student activists
Acquire a CEPA paid staff position

Addressing Social Problems

Climate change issues
Issues of economic inequality
Food insecurity
Racial injustice

For each thematic cluster, several sub-themes emerged that I examine in more
detail in each thematic cluster. To describe themes and subthemes, I use illustrative
examples to highlight participants' reasons and motivations for joining CEPA. In the next
section, I examine each of the three thematic clusters in the order outlined in Table 10.
Previous Experiences with Civic Engagement
Participants’ prior experience in different forms of organizing, particularly during
high school, emerged as a solid thematic cluster. This cluster draws both from the survey
and interview data and helps illustrate some of the different experiences that motivated
this group of participants to join CEPA. In the follow-up interviews, I asked participants
what had propelled them to join CEPA. Many participants talked about experiences in
high school and college. Examples of civic engagement participants described included
organizing around LGBTQ issues and issues of gun violence in schools, lobbying,
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political campaigning, and volunteering experience in a historical center prior to joining
CEPA. For example, Willow, who first started as a general body member, spoke about
how their organizing experience in their home country during high school encouraged
them to apply for one of the staff positions. They were very interested in sharing with
CEPA members some of the creative organizing practices used in India.
When the staff position opened up, I just thought that my own unique experience
being from a different country, would just help the space in a way, that could lead
into a lot of different creative processes…I work in big crowds of people where I
sing and play the drum and just try to increase involvement…I wanted to
bring…different tools to produce an organizing environment in this space.
Willow felt that prior experience would add value to the work being done at
CEPA and felt it was a good fit for their skills to be used and grow.
Jordan spoke about how they were actively involved in political organizing at the
local level during high school. For instance, he actively involved in political campaigning
for a local organization to help get individuals elected to office throughout high school.
This experience not only helps explain his motivation to join CEPA but also his desire to
actively participate in CEPA's organizing campaigns.
Henry shared that their participation in the March for Our Lives protest had a
significant impact on them. It led them to think about organizing and encouraged them to
join CEPA. In addition to talking about the impact that the March for Our Lives protest
had on their involvement in CEPA, Henry also spoke about being influenced by their
experience volunteering at their great uncle's historical center. There, Henry learned
about social security, the notion of social safety net, and similar ideas. Although Henry
did not provide more information about their great uncle, it is possible he served as a role
model and may have encouraged Henry to become involved in creating change.
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A few interview participants talked about their prior experiences engaging with
LGBTQ organizing. Shanti spoke about the connection between their organizing
experience and the oppression they experienced in middle and high school. Shanti shared
that they were highly involved in organizing around LGBTQ issues due to the
homophobia and transphobia they experienced in middle and high school.
I did a lot of organizing around LGBTQ issues because I did face a lot of
homophobia and transphobia and that sort of made me meet people partly out of a
sense of finding community, but also just trying to figure out, what can we do to
stop these issues…in high school…I was president of the gay-straight alliance and
that was kind of a dying club…I was like, no, we got to keep this going, we can't
let it die. And that really showed me how difficult it can be to work with an
administration sometimes when they're opposed to your goal.
Shanti’s organizing experience focusing on keeping their high school’s gay-straight
alliance active allowed them to experience how challenging it can be for student activists
to engage with people in positions of power when trying to create change. While this
experience could have been difficult and created obstacles for Shanti, this type of
experience is important because it can help prime student activists for future engagement
with people in positions that they will most likely have as they continue to engage in
activism.
Like Shanti, Camila spoke about their involvement in organizing around LGBTQ
issues while in high school. They got involved because they wanted to make an impact.
Linden spoke about how their prior experience with the Trevor Project, a
nonprofit organization that focuses on suicide prevention efforts among LGBTQ youth,
led them to join CEPA. Linden also shared that they view engagement in activism as
obligatory because of their racial privilege.
I did LGBT organizing and then I found out about the Trevor Project and, and
was a digital counselor on that… I worked through text where people … would
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either text or chat online …it was really awesome. And I interned for them doing
community outreach and helped with volunteer onboarding and interviewing
people and that was also incredible…then I came here and didn't do anything for a
semester and was like, I need to do something with my time… I've kind of
learned… activist work or doing something is obligatory, especially being
white… there's not much justification to not to be doing that work… so I ended
up applying for CEPA and getting it and here I am.
This idea of engaging in activism because of social responsibility was something that
other White participants also noted as a reason for getting involved in student activism.
The way these participants made the connection to their engagement in student activism
with their privilege shows the critical awareness they have about their racial identity and
positionality in society. Having a critical awareness about one’s racial identity and
positionality in society is important for student activists who hold privilege identities, so
that when they are engaging in activist work, they do so within the context of solidarity
rather than a patronizing context of helping others because they are less fortunate.
Daisy spoke about their previous experience with lobbying for the minimum
wage. Their Hebrew school focused on social justice and took Daisy and their peers to
Washington, DC to lobby for increasing the minimum wage. Daisy voiced how lobbying
on Capitol Hill made them feel that they had a voice in the discourse of social change for
the first time.
A big part of my experience with Judaism, especially during high school, my
Hebrew school class we really focused on social justice… My freshman year of
high school, we went to Washington, DC. We learned about a variety of issues,
we went and lobbied on Capitol Hill. And I think that was the first time that I felt
I had a voice in all of this. Then from then on, you know, it was community
service as well as activism…I was doing a lot of that throughout high school, and
I think that just propelled my appreciation for politics and my interest in it. As I
got older it became actually more relevant to my life.
Daisy's statement shows the importance of making young people feel that they have a
voice in creating change to help keep them civically engaged. Consistent civic
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participation from young people is essential at this moment, given the fragility of our
nation's democracy. For this reason, it is important that higher education institutions
support and amplify the civic engagement occurring on their campuses, in particular
student activism. I make the argument for supporting student activism because student
activists have been actively challenging the recent laws in states, like Florida and Texas,
that have been proposed by Republican politicians that harm members of the LGBTQ
community.
Organizing Opportunities
The second thematic cluster—Organizing Opportunities—captures participants'
desire to become involved in different organizing campaigns, which is not surprising,
since organizing is core to the mission of CEPA. To help illustrate students’ motivations,
I share a few examples reported by participants. CEPA organizing campaigns, such as the
Divestment Campaign, the Debt Free Future Campaign, and the Food Access Justice
Campaign, draw participants’ interest and exemplify the kind of organizing opportunities
that motivated survey participants and interview participants to join the organization.
The Divestment Campaign focused on addressing issues of environmental
injustice, the Debt Free Future Campaign focused on addressing issues related to access
to affordable higher education, and the Food Access and Justice Campaign focused on
addressing food insecurity at UMass Amherst. The Debt Free Future Campaign and the
Food Access and Justice Campaign were the two more commonly referenced of the three
campaigns. For instance, one interview participant, Jordan, shared that when they arrived
at UMass Amherst, they were interested in working on issues of higher education
affordability, and the CEPA campaign focusing on this propelled them to join the
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organization. Willow spoke about having the desire to be more involved in CEPA via the
organizations’ organizing campaign work; this led them to decide to engage in the Food
Access and Justice campaign.
Both survey and interview participants reported joining CEPA from a desire to be
involved in campus activism and in a community that was actively engaged in making
change. For example, one survey participant noted that they were searching for a way to
meet people and make a difference and that CEPA provided them with that opportunity.
In like manner, interview participants shared being excited by CEPA because of a
perceived access to a student activist community via their involvement with the
organization. For example, Henry said they were motivated to join the organization
because they said it would allow them to participate in a more significant way in a
student movement and make an impact.
Similarly, Jordan was motivated to join CEPA because they perceived that the
organization provided the opportunity to make an impact in collaboration with their
peers. Jordan stated, “CEPA provides a really good space for you to really talk about
issues that are affecting students but also organize students around these different issues,
and really make an impact, which is good." Making an impact and real concrete change
through their activism was important for Henry and Jordan. Henry’s and Jordan's desire
to make an impact and concrete change demonstrate that some college student activists
are strongly invested in their activism resulting in changing material conditions.
Participants also reported that they were motivated to join CEPA because of their
desire to be part of a community. A few survey participants mentioned that they were
motivated to join because of the opportunity to be a member of a community dedicated to
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making change. One interview participant described being excited about CEPA as a
space on campus in which they could build community and expressed a desire to develop
relationships with like-minded peers through their engagement with CEPA.
CEPA offers students a space to build community, connect with people, and learn
about people's experiences with issues of injustice. For example, Jordan appreciated the
opportunities CEPA provided to talk to other students about social problems and share
their thoughts. Moreover, Jordan expressed that it was nice to have a place where
students could talk about issues and other things on their minds. Building community is
important for civic action because it supports the development of collective power, which
contributes to the process of making change (Maree Brown, 2017). Throughout history,
there have been many activist movements that demonstrate how collective power can
lead to social change, such as the Civil Rights Movement (Andrews, 1997).
The last example in this thematic cluster concerns participants' desire to obtain a
student paid staff position. CEPA staff positions provide a great opportunity for students
to get paid for organizing work. The student staff positions are funded through the
organization’s budget, which is funded by the Student Government Association. The
CEPA student staff is composed of work-study students as well as non-work-study
students. Work-study students are part of the Federal Work-Study program, which is
designed to assist college students attain part-time work that can help them with their
educational expenses. Interestingly, two of the participants in the role of staff members
shared that they were motivated to apply for these positions because it was an opportunity
to get paid for organizing. Both of these participants happened to be work-study students.
Therefore, it would make sense that CEPA's paid organizing positions would appeal to
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students who are eligible for work-study and/or in need of a regular income while going
to college. For example, Linden, a student staff member, shared that when they
transferred to UMass Amherst, they needed a work-study position that would allow them
to earn a steady source of income. They gravitated toward CEPA's because the
organization would allow them to have a financial resource and have an active student
organizing role on campus. Another work-study student employee, Shanti, shared that
their financial situation had shifted from the previous academic year, and they needed a
job to pay for some of the cost of their academic expenses.
I was probably looking for a job mostly because we really need it because my
brother is also going to college now… So, the reason I work here right now, a lot
of it is to pay for my housing here because my parents were paying for the other
stuff. We were trying to juggle everything and trying to graduate with as little
debt as possible. We don't know how feasible that's going to be. So, I basically
took a paid position mostly to pay off housing costs.
Linden and Shanti's stories regarding what motivated them to join CEPA illuminate the
need for more paid student organizing opportunities on college campuses. Student
leadership positions are often volunteer opportunities and thus fulfilled by students who
have the time to engage because of a more secure socio-economic status. Unfortunately,
these volunteer organizing opportunities are more likely to exclude students who do not
have the time to participate in extracurricular activities because they have to work to
support themselves. This discrepancy is important to acknowledge, given the emphasis
many higher education institutions place in providing opportunities for students to
develop leadership and civic engagement co-curricular opportunities.
Addressing Social Problems
The last thematic cluster—Addressing Social Problems—concerns participants'
interest in tackling deep rooted social problems as their primary motive for joining
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CEPA. Participants referenced wanting to address issues of economic inequality, such as
food insecurity on campus and climate change issues (such as fossil fuel divestment and
racial injustice). For example, participants referenced the Divestment Campaign as a
reason they were interested in joining CEPA. The Divestment Campaign successfully
was able to get the UMass Amherst administration to set forth the process of divesting
the university’s endowment from fossil fuel investments. Carter spoke about being
motivated to join CEPA because of their interest in addressing climate change issues;
they were aware of CEPA's success with their Divestment Campaign from fossil fuels,
which further influenced them to join the organization.
I was looking for opportunities to get involved with organizing specifically
around climate because climate change for me definitely was my biggest priority
as a freshman in college. And it's still one of my main priorities but added other
things to the list…so I was looking for ways to get involved, particularly around
that issue. And then through my connections that I built in the SGA, I had known
some people then that were affiliated with CEPA, and they seem to be doing some
more on the ground direct action stuff that seemed more in my alley, more
exciting and also had the ability maybe to make more change.
Carter made an important distinction between the types of civic engagement in
which students can partake through the SGA and CEPA. Carter acknowledged that CEPA
provides more opportunity to engage in direct action, allowing for opportunities to make
more change than what could be done through an SGA position.
Similarly, Jordan became a CEPA general body member because of a desire to
address issues related to higher education affordability. Jordan shared that when they
arrived at UMass Amherst, they were not sure how they were going to be able to engage
in addressing the different social problems important to them.
I wanted to work on issues of free college and affordability, issues of antiracism
and issues of environmental sustainability…I didn't know how I was going to
work on all those sort of issues…I sort of identified CEPA as that
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organization…that was really driving that issue and seemed like they were the
best organization to join to really start sort of having that dialogue and start
organizing sort of around the issue…I guess that venture sort of just drove me to
CEPA.
Jordan realized that CEPA was the organization that could best provide them with the
opportunity to begin to engage in organizing on social problems, such as the issue of
higher education affordability that they were interested in addressing.
In contrast, Willow was interested in becoming a CEPA general body member
because they were interested in learning how social problems related to education, food
insecurity, and racial injustice manifest in American society compared to their country of
origin. Willow found it interesting to be in a space composed of student leaders who
worked together to address similar issues. A common thread among the participants is
that they felt that CEPA provided the opportunity for direct action to address the social
issues in which they were interested as compared to other campus extracurricular
activities.
Summary and Discussion
In this section of the findings chapter, I presented participants’ survey and
interview responses related to the first question guiding the study: What motivates
participants to become and stay involved in co-curricular social justice advocacy
activities? I described the three sub-themes that emerged from my descriptive analysis of
the factors motivating participants to join CEPA: 1) organizing opportunities, 2)
addressing social problems, and 3) previous experiences with civic engagement.
Overall, participants reported being very motivated by the perceived access to the
following organizing campaigns: the Divestment Campaign, the Debt Free Future
Campaign, and the Food Access Justice Campaign. They also viewed CEPA as a great
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opportunity to build community with like-minded peers, which is certainly an important
factor for undergraduate students on a college campus with a large student body. A few
participants shared that CEPA creates an environment in which students interested in
addressing issues of inequality can engage with each other to identify solutions to these
problems and make an impact. Moreover, the CEPA staff positions serves as a motivator
for participants who were interested in engaging in organizing but also needed to work
during the academic year. Participants described their job at the organization as giving
them the opportunity to engage in organizing while being able to earn a steady income
during the academic year. This illuminates the importance of creating paid opportunities
for leadership positions that focus on political involvement in higher education settings.
Given that most often, leadership positions are volunteer-based, students from a less
economically privileged class are often unable to participate because they have to devote
time to working for pay.
Addressing Social Problems was another reason that participants were motivated
to join CEPA. Participants were strongly interested in combating deep rooted social
issues. Participants referenced wanting to address issues of economic inequality, such as
food insecurity on campus and climate change issues, (such as fossil fuel divestment and
racial injustice). CEPA seems to have provided participants with the opportunity to
engage in these issues through varied CEPA campaign efforts.
Previous experiences with activism were an important factor that influenced
participants to join the organization, particularly during high school for two participants.
These include activism that focuses on LGBTQ issues and the issue of gun violence in
schools, lobbying, and political campaigning. A common thread among three students
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with previous organizing experience was their engagement with organizing for LGBTQ
rights. For example, the establishment of gay straight alliance (GSA) clubs in high
schools had created space for students to engage in discussions about LGBTQ rights and
forged a pathway for LGBTQ advocacy and activism. The percentage of high schools in
the US with GSA clubs varies, depending on geographical location. It is most likely for
GSA clubs to exist in secondary schools in the Northeast or West, for example, in
Massachusetts 60.5% of secondary schools have a GSA or a similar club (GLSEN, 2021).
Participants described their previous experiences with civic engagement in a positive
manner. Having a positive experience with their previous civic engagement activities
most likely encouraged students to continue to be civically engaged, which led them to
join CEPA. In the next section, I examine the second research question guiding this
study, which focuses on the kinds of co-curricular activities participants engage through
their involvement with CEPA.
Research Question 2
What kinds of co-curricular social justice advocacy activities do participants
engage in (during their involvement with CEPA)?

In this section, I examine the survey and interview data in response to the second
research question guiding this study. This question concerns the co-curricular social
justice advocacy activities participants engage in CEPA. Social justice advocacy
recognizes human suffering through a “multisystem perspective” (Kiselica & Robinson,
2001, p. 391). Social justice advocacy competencies include political savviness (Singh et
al., 2010), the ability to impact social policies and legislation (Lee & Walz, 1998), the
ability to initiate difficult dialogues (Singh et al., 2001), the building of intentional
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relationships (Singh et al., 2001), self-advocacy skills (Singh et al., 2001), addressing
injustices (Ratts et al., 2007), systems advocacy (Lewis et al., 2002), and social/political
advocacy (Lewis et al., 2002). This question is important to address because it explores
the types of social justice activities sponsored by CEPA that drew participants to join the
organization and that supported them in acquiring knowledge and skills. These activities
supported participants in the development of their capacities, which I discuss later in the
chapter. To capture in descriptive terms (e.g., frequencies) what kind of social justice
activities draw participants interest, I relied heavily on a series of survey close-ended
questions asking participants to indicate from a list of activities which they participated in
(see Appendix G, Questions 6, 7, 8, and 10). To provide a more nuanced and contextual
examination of participants' experiences in some of these activities, I relied on
participants' narrative responses to a few questions (see Appendix H, Looking
Back/Looking Forward questions a) and c) from the interview protocol).
In an effort to organize and present findings concerning participants’ involvement
in social justice advocacy activities, I integrated the analysis into two clusters—Training
Sessions and Organizing Actions—drawing from both data sources (e.g., survey
frequencies and narrative responses). Table 11 presents a summary of the activities
included in the Training Session and Organizing Actions clusters.
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Table 11
Participants Engagement in CEPA’s Social Justice Advocacy Activities
Activity Cluster
Training Sessions

Organizing Actions

Sub-Categories
Training activities focusing on organizing skills
Training activities focusing on working in groups
Training activities focusing on identity and
organizing
Participation in organizing campaigns
Campaign roles
Participation in CEPA organizing actions

The Training Sessions include activities focusing on Organizing Skills, Working in
Groups, an [Social] Identity and Organizing; The Organizing Actions sessions include
activities related to Organizing Campaigns, Campaign Roles, and CEPA Organizing
Actions. In the next section, I examine each of these clusters and provide illustrative
examples drawing from survey and interview data. I start by examining participant
involvement in Training Sessions followed by my examination of the second cluster:
Organizing Actions.
Training Sessions
The trainings are valuable to the organization because they serve to prepare
members to engage in CEPA’s organizing actions. As part of their involvement in CEPA,
members have the opportunity to participate in different training sessions. These training
sessions support students in gaining (a) knowledge and skills related to organizing, (b)
skills for working in groups, and (c) self-awareness. While some of these training
sessions focused on skill sets, such as setting goals and developing community
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agreements, other sessions focus on knowledge and skills related to specific organizing
actions, such as coalition building.
To capture CEPA’s effort to build the capacity of its members, the survey asked
participants to indicate which training sessions sponsored by CEPA they had attended
during their CEPA membership (see Appendix G, questions 6, 7, 8, and 10). There were
12 training activities listed on the survey. The length of membership varied among the
participants.
Table 12 organizes the training activities into three sub-clusters based on how
CEPA categorizes them.

Table 12
CEPA Training

Training Activities Focusing
on Organizing Skills

Training Activities
Focusing on Working in
Groups

Training Activities
Focusing on Identity and
Organizing

Coalitions training

Setting goals

Identity strands

Facilitation training

Community agreements

The politics of listening

Recruitment training

Giving and receiving
feedback
Conflict resolution

Community culture

Student organizing weekend

Story of the self

The first column of the table demonstrates the training activities focusing on
developing organizing skills. These skills support engagement with the organization's
social justice advocacy activities. CEPA recognizes the importance of coalition-building
between student activist organizations. For this reason, the organization offers training on
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building coalitions. This training provides the opportunity to explore how different
organizations and agencies work together on a common issue that impacts the study body
and to achieve a shared goal. Equally important, CEPA offers training in facilitation that
focuses on the facilitator's role, best practices for facilitators, and practice facilitation.
Finally, given the importance of recruitment to build a community of activists, CEPA
provides training that focuses on recruitment. The Recruitment Training supports the
development of recruitment strategies to expand participation in the organizing
campaigns. Furthermore, the Student Organizing Weekend allows members to develop
skills related to key organizing essentials, including strategy, power, and relationshipbuilding.
The second column of the table illustrates the training activities focusing on
developing skills for working in groups. In the Setting Goals training, members work on
establishing individual, group, and campaign goals using the SMART goals framework.
The SMART goals framework refers to specific, measurable, achievable, relevant, and
time-bound. The Community Agreements training defines community agreements and
engages in a process of establishing agreements within campaigns. Given the importance
of feedback in organizing, the organization provides a Giving and Receiving training in
which members learn to develop strategies and skills in giving and receiving appropriate
and effective feedback to improve teamwork. Finally, because at times, conflicts arise
between student activists, CEPA also provides a Conflict Resolution training that
supports skill development and gaining awareness in relation to individual conflict styles
and conflict resolution.
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The last column of the table shows the training activities focusing on organizing
and identity. These trainings provide the opportunity to explore one’s identity and how
one’s identity relates to organizing. For example, the Identity Strands training provides
the opportunity to explore one’s identity(ies), formation, the intersection of identities, and
gaining an understanding of each other in relation to their identity-based experiences
when engaging in campaign work. Although activism requires a lot of vocal expression,
it is also important for student activists to engage with practices of listening in their
activist work. To support capacity-building for listening skills, CEPA offers the Politics
of Listening training, which provides the opportunity to explore the importance of voice,
power, and listening in solidarity work. CEPA recognizes the importance that its
members are able to communicate across differences. For this reason, they offer the
Community Culture training in which members learn to communicate effectively across
cultural backgrounds, interrogate assumptions they may have about group norms, and
critically analyze the root of those norms to develop a new community culture. Similarly,
the Story of the Self training supports the development of the organization’s community
culture. This training offers an opportunity for members to a) explore with their peers
their story of self and to share who they are, their values, their lived experiences, and why
they do what they do, b) explore with their peers the story of us to identify the group’s
shared values, shared experience, and why they engage in social justice advocacy, and c)
explore with their peers the story of how to transform the present into a moment of
challenge, hope, and choice.
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Table 13 shows the distribution of participants' attendance at the training sessions.
Sixty five percent of study participants attended 3 or more training sessions and 40%
attended 4 or more training sessions.

Table 13
Distribution of Participants’ Trainings Attendance
Participants’ Attendance

%

0 Trainings

3

15%

1 or 2 Trainings

4

20%

3 or 4 Trainings

5

25%

4 or More Trainings

8

40%

Trainings

Although it is difficult to discern what specific factors influence this significant level of
participation, outside of CEPA members’ motivation to learn and engage more
effectively in organizing activities, this involvement may be a function of the training
schedule, as many of these events take place during general body meetings.
Considering CEPA’s commitment to building members' capacity to engage in
activist organizing, I decided to explore if there were differences in attendance by role.
Table 14 shows the participants' involvement in the CEPA training activities focusing on
organizing by role.
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Table 14
Training Sessions Focusing on Organizing
CEPA
Position

N

Coalitions
Training

Facilitation
Training

Recruitment
Training

Student
Organizing
Weekend

New general
body member
Previous
active
member,
intern, and/or
staff
Returning
general body
member
Student staff

9

5

2

2

1

2

1

1

1

1

3

2

2

3

2

6

3

5

5

6

Total

20

11

10

11

10

The table shows that the student staff reported participating in the training sessions that
provided more advanced skills building, such as facilitation and recruitment. One reason
for this could be that many of the student staff often begin their involvement with CEPA
as general body members; thus, it makes sense that they are attending organizing
workshops that can support them in gaining more advanced skills. A few of the
participants in this study had this trajectory. When attending the trainings, staff members
are either in a facilitator role, in a supporting capacity, or in a learning capacity. For this
reason, staff members are always paid for attending a CEPA training.
Organizing requires that individuals work in group settings; for this reason,
student activists must have the necessary skills needed to work effectively in groups.
Therefore, CEPA supports the development of skills needed to work in collaboration with
others in group settings. In these training sessions, students learn to set goals using the
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SMART framework, which highlights the importance of goals being specific,
measurable, achievable, relevant, and time-bound. Students develop community
agreements and engage in a process of establishing agreements within campaigns.
Equally important, CEPA acknowledges that it is important for members to provide
feedback to one another. For these reasons, the organization provides training in which
students can develop skills related to giving and receiving feedback. Furthermore,
because conflict may arise among the students in their organizing, CEPA also provides
opportunities for skill development and gaining awareness in relation to individual
conflict styles and conflict resolution. Table 15 shows CEPA members’ attendance by
role in training sessions, focusing on different tasks associated with group work—goal
setting, developing community agreement, giving and receiving feedback, and conflict
resolution.

Table 15
Trainings Sessions Focusing on Working in Groups
CEPA
Position

N

Setting
Goals

Community
Agreements

Conflict
Resolution

0

Giving and
Receiving
Feedback
0

New General
Body Member
Previous active
member,
intern, and/or
staff
Returning
General
Body Member
Student Staff

9

3

2

0

0

0

0

3

1

1

0

0

6

6

3

5

4

Total

20

10

4

5

5
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This table highlights a few interesting patterns of findings by role. For instance, it
shows that less than half of new general body members attended these activities and
when they did, they mostly participated in the goal setting activity—perhaps because this
training is recommended for new members. It also shows that participants who were
student staff members consistently attended these training sessions more often than
members in other roles, which suggest that being a paid staff member increases the
likelihood of participation. However, it is plausible that some of the staff members who
started in CEPA as general body members may have attended CEPA training sessions in
their previous role, which could explain the significant participation of these staff
members in these training sessions. Some members of the student staff are responsible for
the development and implementation of this training session, which may contribute to the
larger representation of this group. Therefore, this could be another reason for why there
appears to be more participation from staff member participants as opposed to
participants in other roles.
CEPA values diversity education and encourages the development of social
identity awareness and knowledge of its members. For this reason, CEPA offers members
the opportunity to attend training sessions that explore how their social identity (e.g.,
race, class, gender, etc.) might impact their organizing actions. Acquiring increased selfawareness is, therefore, a crucial aspect of being an effective organizer. For this reason,
CEPA offers students the opportunity to attend training sessions that explore how their
social identity might impact their organizing actions. Table 16 shows the training
sessions participants attended focusing on the impact of an individual’s social identity on
organizing.
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Table 16
Training Sessions Focusing on the Impact of Identity on Organizing
CEPA Position

N

Identity
Strands

Community
Culture
0

Story of
the Self

1

The
Politics of
Listening
1

New general
body member

9

Previous active
member, intern,
and/or staff

2

2

1

2

1

Returning
general body
member
Student Staff

3

1

0

1

2

6

5

3

1

6

Total

2
0

9

5

4

9

0

As indicated, the two trainings focusing on the impact of identity on organizing were the
Identity Strands Training and the Story of the Self training. The other two trainings, The
Politics of Listening and Community Culture, had lower attendance. A possible reason
for higher attendance in the Identity Strands Training and the Story of the Self training
could be that participants were interested in learning about themselves and their
relationship to organizing as opposed to gaining an understanding about listening and
community culture in organizing spaces.
Based on the survey data, I identified two patterns among the different trainings
attended by participants. The first pattern concerns student staff participants. This group
attended the most training sessions compared to participants in other roles (as previously
mentioned staff members are paid, and two of the four interview participants who were in
a staff role were in the organization longer than the participants who were not in a staff
role). As noted earlier in the case of training sessions focusing on working with groups, it
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is plausible that this pattern could be because some staff members became involved in
CEPA as general body members and then transitioned into staff members. Therefore,
they had more opportunities to participate in the training sessions. The second pattern of
findings is that participants attended more training sessions focusing on organizing skills
and knowledge instead of other topics. A possible explanation for this pattern could stem
from the participants' motivation to join CEPA: the perceived access to organizing
opportunities.
The analysis of the interviews offers further insight into the participants'
experience with CEPA training sessions and illuminates the way in which the social
justice activities participants engaged in via CEPA. Engaging in social justice activities
provided participants with an experiential learning experience in which they can practice
taking action that can,, in turn lead to capacity-building. For example, two interview
participants discussed engaging in simulation activities that provided them with the
opportunity to practice strategizing about taking actions that challenge oppression and to
engage with people in positions of power (the participants did not name the simulations)
during the training sessions held during the Student Organizing Weekend. For example,
Daisy recalled their experience participating in a simulation focused on community
members working together to challenge a corporation that dumped toxic waste in their
neighborhood. As part of the simulation, Daisy role-played taking action against
environmental injustice. Daisy shared experiencing certain emotions during the
simulation. These emotions made the experience feel more realistic for Daisy.
And it became really real…they had set up a lot of boundaries for us. You get into
the persona, like you're really this group…so they’d close off the rooms, there
was only a little bit of space and we were all standing. We had speakers talk from
their personal experience, and we were crying because it was so sad.
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The emotions that Daisy experienced while participation in the simulation can be
common in experiential learning activities of this sort. As noted in the literature review,
students tend to have a cognitive and emotional experience when participating in
simulations (Wills et al., 2005). By participating in the simulation activity, Daisy found a
space to both practice taking action against injustice and to experience different emotions
that can arise when students engage in activism.
In contrast, Willow spoke about their experience participating in a different
simulation during Student Organizing Weekend, which required students to create an
ideal community. While developing their ideal community, the students encountered
challenges posed by people in positions of power within the state and the corporate
spheres. This simulation allowed Willow to practice developing an ideal community
while dealing with possible challenges. Although the challenges that participants faced
during simulation were not factual, they are representative of the challenges individuals
may encounter when attempting to enact change.
Moreover, Carter, spoke about learning to use the Midwestern Academy Strategy
Chart (See Appendix L) to plan their organizing actions strategically. Carter found this to
be one of the best training sessions they participated in because the strategy chart enabled
them to: 1) organize their ideas; 2) practice planning short-, medium-, and long-term
organizing goals, and, 3) practice identifying available resources, including allies,
opponents, and constituents.
Um, just because I have a very cluttered head sometimes or my tendency to just
sort of start one place and end up a million points down…the strategy chart
outlines what your short term…long term...medium-term… goals are um, what
organizational resources you have, who your allies, opponents and constituents
are, who your primary and secondary targets are. Um, and what tactics you can
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use. And it’s just a brilliant tool in terms of organizing your thoughts, which is
helpful for me. (Carter)
The strategy chart appears to be an important tool that can help student activists organize
ideas for action and identify the resources they have available to take action. As Carter
mentioned, by using the strategy chart, they were able to declutter their ideas for action
and identify the resources they had access to.
In sum, training sessions are a key and substantive component of the co-curricular
activities CEPA offers to prepare and support its members. Twelve training activities,
ranging from focusing on organizing skills to working in groups to identity in relation to
organizing were reported by participants. Factors, such as the role of the participant and
topic of the training, appear to impact which activities are sought after more frequently. A
common theme across the training activities mentioned by the interview participants was
that all provide the opportunity to practice strategies to address the challenges posed by
people in positions of power. This type of practice can better prepare participants to deal
with the challenges they may encounter during their organizing. In the following section,
I examine co-curricular social justice advocacy activities CEPA participants engaged
throughout their involvement in the organization.
Organizing Actions
The survey data from the closed-ended questions provides a broader picture of the
co-curricular social justice advocacy activities in which participants engaged through
CEPA. Table 17 details students' participation in CEPA's organizing campaigns. At the
time of the survey implementation, the three primary CEPA campaigns were the Debt
Free Future Campaign, the Restorative Justice Campaign, and the Food Access and
Justice Campaign. These continue to be the organization’s primary campaigns. The Debt
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Free Future Campaign occurs at the state level, meanwhile Restorative Justice Campaign
as well as the Food Access and Justice Campaigns are university-based campaigns.
The Debt Free Future Campaign focuses on (a) educating students and the larger
UMass Amherst campus community about issues of affordability in higher education and
(b) encouraging students to organize around and advocate for policies that will generate
more affordable systems of higher education and will eventually result in free public
higher education (CEPA, 2022). Equally important, the goal of the Restorative Justice
Campaign is to establish a sustainable restorative justice program funded by UMass
Amherst that connects to the local courts (CEPA, 2022). Finally, the Food Access and
Justice Campaign focuses on addressing the issue of food insecurity on campus. The
table shows general interest from the participants in the Debt Free Future Campaign.
Although this study did not explore what might explain this campaign’s popularity with
participants, the interest makes sense, given the increasing cost of higher education and
the growing student loan debt crisis. A possible reason or this could be the increasing cost
of higher education and the growing student loan debt crisis.
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Table 17
Participation in Organizing Campaigns
CEPA
Position

Debt Free Future
Campaign

Restorative Justice
Campaign

Food Access and
Justice Campaign

New General
Body Member

4

3

0

Previous active
member,
Intern, and/or
Staff

1

1

1

Returning
General Body
Member

3

0

1

Student Staff

6

6

6

Total

14

10

8

Participants took part in different organizing actions via their participation in
CEPA's campaigns. Table 18 illustrates participation in these organizing actions. The
organizing actions with the highest participant involvement were Organizing Lobby Day,
Attending Lobby Day, and the We Can't Celebrate if We Can't Eat demonstration. Lobby
day is an event in which CEPA members educate UMass Amherst students about the
rising cost of higher education and train students on how to speak with state legislators,
break down power dynamics, and write demands. Students also learn about education
policy and the state budget process during lobby day. Lobby Day supports the efforts of
the Debt Free Future Campaign.
The We Can't Celebrate if We Can't Eat demonstration protested an event
sponsored by the UMass Amherst Dining department in celebration of receiving the
Princeton Review's top award for campus food. CEPA members organized because they
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found the celebration problematic, given that a significant number of students at the
university were experiencing food insecurity. According to research conducted by the
organization, 1 in 4 students at UMass Amherst experiences food insecurity. This is
consistent with research studies conducted in higher education institutions, focusing on
examining food insecurity among undergraduate students (e.g., Payne-Sturges et al.,
2018; Freudenberg et al., 2011). This organizing action supported the efforts of the Food
Access and Justice campaign.
Unlike the previous three organizing actions discussed, the action focusing on
amending the code of conduct had low participant involvement. This organizing action
pushed for incorporating restorative justice language into the UMass Amherst's code of
conduct, making it less punitive and more focused on supporting the student body. This
organizing action also supported the efforts of the Restorative Justice Campaign.

Table 18
Participation in CEPA Organizing Actions
CEPA
Position

We Can’t
Celebrate, If
We Can’t Eat

Amending the
Code of Student
Conduct

Organizing
Lobby Day

Attended
Lobby Day

New General
Body Member

1

1

0

2

Previous
member,
intern, and/or
staff

1

0

1

1

Returning
General Body
Member

1

0

2

0

Student Staff

4

3

5

3

Total

7

4

8

6
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The analysis of the interviews offers further insight into the participants'
experience with CEPA's organizing campaigns and organizing actions. For example,
Daisy spoke about their experience with the Debt Free Future Campaign. I previously
noted that this campaign had the most participant involvement compared to CEPA's other
organizing campaigns. They spoke about the success of putting a referendum question on
the SGA ballot, which asked students if they supported a free public higher education
system. Via their participation, Daisy developed an understanding of how issues of
inequality manifest on campus and the types of action steps students can take to mitigate
these issues.
Being part of the Debt Free Future Campaign helped me get a good understanding
of what an issue could be like on this campus. And then, how to go about actually
trying to get that fixed. I don't know if you know, they had to pass it through the
SGA to get a referendum question on the ballot…And it ended up getting on there
and last night we found out that 93% of students voted in favor of the Debt Free
Future Campaign. So, now that's a solid statistic and number that…we can use to
bring to the trustees, to the legislators, to all of those people. So, that was just a
really good foundation for me, seeing literally from step one every way through
how that happens, and then now that we have this information, what we can use it
for in the long-term. It's impressive.
Willow shared their experience with Advocacy Day, one of the organizing actions
in which students go to the Massachusetts State House to engage with state legislators to
lobby them to sponsor a bill to fund free public higher education in the state. Advocacy
Day is an example of how CEPA provides other students who are not members the
opportunity to participate in CEPA's organizing. Willow explained that they had
participated in two Advocacy Days. They shared that the first time they participated, their
knowledge of engaging with legislators was limited. The second time, Willow knew a bit
more. Moreover, as they were planning to go for the third time, they shared their
knowledge had increased more than the first time they were involved in Advocacy Day.

160

I went to advocacy day with CEPA, which is one of their many initiatives…
taking students to the statehouse so that they can talk to legislators…. the first
time I went to the statehouse, I knew a little bit. Then the second time I went a
little bit more and now I'm going to go…on March 21st I think I know a lot more
than I did the first time I went.
Willow's experience with Advocacy Day illustrates what can happen when CEPA
members get to practice engaging in a specific organizing action several times; they may
become more confident to take action. Furthermore, CEPA members gaining confidence
enables them to implement and plan organizing actions with limited time. For example,
two interview participants talked about their experience planning and implementing the
We Can't Celebrate if We Can't Eat demonstration with limited time.
Jordan emphasized the quick planning they had to engage in for the demonstration
to occur. In Jordan's view, the implementation of the demonstration was successful
despite having limited time for planning because the students in charge were experienced
organizers.
Last semester…at the Hampshire Dining Hall…we did a whole protest…that was
an event that was literally planned the night before. It was…probably the fastest
mobilization of students we've ever had to do. …but we were just able to…just
put it together…really quickly…I think that stems from a lot of people…involved
in coordinating…were sort of experienced…people…who understood sort of
those resources that could be used.
Carter described their experience in planning and implementing the
demonstration; they expressed how its success contributed to building his confidence.
We wanted to communicate with the administration or the university auxiliary
services… wouldn't be allowed to continue to celebrate and tout this number one
status if students were food insecure…We…created chop chops [quarter size
flyers] with the slogan you can't celebrate if we can't eat…we had…13 hours to
put this together…We…copied them, distributed them around campus in the
middle of the night…Had some people make signs really quickly…then we went
to the event, applied pressure…what that did was get us a meeting and we have a
new meal that's going to be rolled out in the fall semester… it's an unlimited meal
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plan…$200 cheaper than the existing unlimited meal plan…seeing this as a direct
result of this organizing…builds my confidence.
Carter’s feeling confident because of their success in their action illustrates how
participating in the organizing campaigns supports the students in developing capacities,
in this case confidence.
Summary and Discussion
In this section, I reported findings related to the second research question guiding
the study, which explores the social justice advocacy activities participants engage in. I
relied on survey and follow-up interview data to describe and examined two sets of social
justice advocacy activities implemented by CEPA: Training Sessions and Organizing
Actions. Training sessions provided an opportunity for participants to gain skills and
knowledge in a range of areas, such as organizing, facilitating, and engaging with people
in positions of power. The survey data show that among these training sessions, the ones
focusing on organizing seem to be more popular than the ones focusing on working in
groups. A plausible explanation for the popularity of these training sessions among
participants could be that they were motivated to join CEPA was to participate in the
organizing campaigns. For this reason, participants may have had the strong desire to
gain organizing skills, which led them to participate more in the training sessions that
focused on organizing as opposed to the other training sessions.
The training sessions used an active learning pedagogical approach, with two of
them employing simulations. The use of simulations allowed participants to have a
cognitive and emotional experience as illustrated by Daisy’s and Willow’s comments.
Providing an opportunity to experience emotions can be beneficial for student activists,
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given that organizing can heighten an individual's emotions when coming across
challenges while trying to implement social change.
As far as student attendance and participation in these training sessions, I
identified two patterns of findings. First, it appears that paid student staff attend these
training sessions more compared to participants who are volunteers in the organization.
There are two possible reasons why there was a higher presence from the staff members
at the training sessions. One reason could be because some of them first joined CEPA as
general body members and then became staff members. Therefore, when filling out the
survey they took into account the trainings they attended as general body members as
well as staff members. The second reason could be because staff members are responsible
for facilitating the training sessions. Given these two reasons, participants in the staff
member role appeared to have more opportunities to participate in the training sessions.
Another pattern is that participants overall attended more training sessions
focusing on organizing than the other training sessions. This higher attendance of the
participants in the training sessions focusing on organizing could stem from the
participants' motivation to join CEPA: the perceived access to organizing opportunities.
A common theme across the training activities mentioned by the interview
participants was that all provide the opportunity to practice strategies to address the
challenges posed by people in positions of power. For example, Daisy shared their
experience with participating in a simulation during a training that provided them the
opportunity to practice engaging with people in positions of power. Daisy expressed
having an emotional experience during their participation in the simulation, which is
common for the simulation curricula. Practicing engaging with people in power can
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better prepare participants to deal with the challenges they may encounter during their
organizing.
Furthermore, a common theme that emerged from the qualitative data suggests
that students' involvement in Organized Actions provided them with a valuable
opportunity to engage in relevant activities and apply the skills acquired in the training
sessions they attended. For example, participants engaged with people in positions of
power through their involvement in Advocacy Day. This activity provided participants
with the opportunity to lobby in real time State legislators to commit to sponsoring a bill
to fund free public higher education in Massachusetts. Equally important, participants
reported that through their involvement in CEPA’s organizing campaigns, they were able
to engage in activism on a local and state level because the organizing for the Debt Free
Future Campaign happens on a state level, while the organizing for the Restorative
Justice Campaign and the Food Access and Justice Campaign takes place on campus.
Being able to engage in activism at the state level is important because it illuminates the
importance of influencing policymaking to address issues of inequality. Lastly,
participants were also able to practice planning and implementing an organizing action in
a short amount of time. This is illustrated by participants who shared their experience
with organizing the demonstration We Can’t Celebrate if We Can’t Eat. In the next
section, I address the third research question guiding this study and examine the skills
and knowledge participants gain through their participation in CEPA.
Research Question 3
In what ways do students gain capacities for progressive civic engagement when
engaging in co-curricular social justice advocacy activities?
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My primary goal for the third research question was to gain a better understanding
of the capacities that students gained by participating in a range of social justice advocacy
activities, such as lobbying the Massachusetts state government to give more funding to
public higher education and engaging in organizing campaigns focusing on issues of
affordability in higher education and food security among college students. To meet this
goal, I relied on 20 participants’ responses to 2 of the survey close-ended questions and
the interviews I conducted with 8 participants. I wanted to address this question because I
was interested in learning about what capacities college students gain by engaging in
activism through CEPA. I hoped to better understand how engagement with activism
actually prepares college students for progressive democratic civic participation.
Capacity-building for progressive civic participation refers to the fostering of capacities
that include critical thinking (Tsui, 2000), the ability to work collaboratively (Kezar,
2010), the ability to contribute to the larger community (Barnhart et al., 2015), having
intercultural competence (Brammer et al., 2012), being able to communicate effectively
(Brammer et al., 2012), having awareness (Love, 2013), and being able to analyze what is
occurring in the world (Love, 2013). To accomplish this goal, I have organized this
section into two competency areas: Knowledge and Skills Gained. Knowledge gained
refers to the knowledge participants gained via their participation in CEPA trainings and
organizing activities, which supports progressive, democratic, civic engagement. Skills
Gained refers to the skills that participants gained via their participation in the CEPA
trainings and organizing actions, which supports progressive, democratic, civic
engagement. In the next section, I discuss the knowledge and skills participants gained.
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Knowledge and Skills Gained
In efforts to learn about the knowledge and skills participants gained by
participating in CEPA, I asked participants in the follow-up interviews to reflect on their
involvement with CEPA and to identify three skills and knowledge areas they gained as a
result of their participation. Additionally, I relied on two closed-ended survey questions
that asked participants to rate how much CEPA contributed to their skills gained (see
Appendix H). To address this question, I organized the examination of the survey and
interview data into two clusters: Knowledge Gained and Skills Gained. The first cluster
includes three areas of knowledge: organizing, policy and the state legislature, and issues
of economic inequality. The second cluster includes four skill sets: organizing,
communication, and facilitation skills.
Table 19 presents a summary of the knowledge and skills gained by participating
in CEPA.

Table 19
Capacities Gained by Participants
Competency Cluster
Knowledge Gained

Skills Gained

Areas
Knowledge about organizing
Knowledge about policy and the state legislature
Knowledge about issues of economic inequality
Organizing skills
Communication skills
Facilitation skills
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In the section that follows, I describe each cluster, and I provide examples to illustrate the
knowledge and skills participants gained through their CEPA involvement. In the next
section, I discuss the knowledge participants gained via their CEPA participation.
Knowledge Gained
The first competency cluster, Knowledge Gained, captures the knowledge
participants gained via their CEPA participation. This category consists of three
subcategories: knowledge about organizing; knowledge about policy and the state
legislature; knowledge about issues economic inequality. I explored the knowledge
participants gained during the interviews by asking them to reflect on their involvement
with CEPA and to identify three areas of knowledge they gained as a result of their
participation in the organization. The analysis of the interviews offers insight into the
knowledge participants gained via their participation in CEPA’s training sessions and
organizing activities. To help illustrate the areas of knowledge gained, I share a few
examples reported by participants in the follow-up interviews. I also rely on participants'
survey responses to a close-ended question.
Knowledge About Organizing
Through their participation in CEPA’s training sessions and organizing activities
participants gained knowledge about organizing. Four participants expressed gaining
knowledge about organizing through their CEPA involvement. These include knowledge
about radical organizing traditions and knowledge about relational organizing. For
example, Henry discussed gaining knowledge in radical organizing traditions and in
developing organizing relationships. Henry shared that they had learned about radical
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organizing traditions from the other participants in CEPA who cited different organizers
they had never heard of before joining CEPA. They said,
I would say [I learned about] having a knowledge of organizing in radical
tradition in general. From different people in CEPA, often just citing different
people or figures who I’ve never heard of as part of their inspiration for initially
joining or learning about organizing.
Henry also spoke about learning about relational organizing.
I guess [I learned] about the general idea and definition of coalitions and coalition
building, and how it is that you can create and maintain these relationships with
people by having solidarity with them and participating in their other campaigns
and then encouraging participation on your own.
Similar to Henry, Carter shared that through their involvement in CEPA, they learned
about relational organizing. Carter mentioned learning about theories of escalations that
allow activists to build a movement with intentionality rather than just engaging in
destructive behavior as a form of organizing. Another example of organizing knowledge
gained by participants is organizing terminology. Both Shanti and Linden shared learning
about organizing terminology and spoke about learning about the difference between
terms, such as constituents, allies, and opponents.
Participants were asked to share the knowledge they gained via CEPA in the
survey. Table 20 illustrates students reporting regarding how much their participation in
CEPA contributed to them gaining in knowledge about organizing.
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Table 20
Knowledge About Organizing
CEPA’s Contribution to
Distinguishing those problems
that can best be resolved
through social/political action
Identifying the appropriate
mechanisms and avenues for
addressing these problems
Seeking out and joining with
potential allies
Lobbying (with allies)
legislators and other
policymakers

Very
Much
9

Quite a
Bit
8

Some

Very Little

3

0

7

10

3

0

10

10

3

0

12

6

2

0

As indicated by the table, most participants reported that CEPA contributed either very
much or quite a bit to their knowledge of organizing. The table shows that all participants
reported that CEPA contributed to their acquisition of knowledge about organizing.
Gaining knowledge in the areas of radical organizing traditions, relational
organizing, and organizing terminology is important because it permits participants to
acquire a conceptual understanding of student activism. Having a conceptual
understanding of student activism can create opportunities for student activists to think
about their own theory of change, and how they can implement it in their activist
practices. In the next section, I discuss the knowledge about policy and the state
legislature participants acquired through their CEPA involvement.
Knowledge About Policy and the State Legislature
A few participants said they gained knowledge about how policies are made, who
the policymakers are, and links between the social problems they are trying to mitigate
with their activism to national policies. For example, Jordan spoke about how, in
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researching the issues that they work on in their CEPA role, they saw that the issues
affecting UMass students are actually symptoms of inequality taking place on a national
and global level; which can be due to result of national policies. They added that for this
reason, these issues also needed to be addressed outside of the university sphere.
[It’s important to have an] understanding that a lot of these (campus issues) are
just symptoms of what is happening nationally, happening globally…I think
directly you can make a link between a lot of the issues we’re working on and a
lot of the problems we’re sort of facing with those issues. And you can link them
with the, with a lot of national policies and law, certain national…structures that
are…set up…So definitely I think understanding that the things we are dealing
with here, um, are also issues that affect…people outside of UMass, outside the
campus and understanding that a lot of these problems we’re working on here can
be solved not just on this level but can also be solved nationally.
Jordan, recognizing that the issues that they are working on addressing at the institution
are the same issues that need to be addressed outside of the university is important
because they can reflect back on their experience and identify what worked and what did
not work, and if they decide to continue to work on addressing these issues outside after
graduating they will be better informed in how to do so.
Similar to Jordan, Camila described how the research they engaged with in their
CEPA role supported them in identifying the policymakers and the impact policies can
have on issues of economic inequality.
Yeah, my involvement with CEPA definitely helps me understand these issues,
because the people in that space, and some of the research that I do, it makes it
really clear who is deciding the policies…for example…a lot of the trustees that
sit on the board of trustee, they own corporations…some of them didn’t even go
to public college…so CEPA helps identify the source of oppression and who’s
dictating those policies, shaping those policies, which then helps me better
understand the impact of economic inequality.
Something important that Camila notes in their explanation above is that many of the
members of the Board of Trustees did not go to a public higher education institution and
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have their own corporations. This acknowledgement of Camila shows how they see that
there is a disconnect between the students and the board of trustee members because of
their class status.
Shanti shared that by participating in the Debt Free Future Campaign they were
able to better understand state policies and how they could take action to influence policy
making.
One of our campaigns is the debt free future campaign, that’s the major campaign
that I’m working on… I think it helps me understand the legislative aspect
more…just seeing the policies that are in place and how we can affect policy, and
what it means to lobby Congress members and speak to them and figure out
where they’re at…I think that it helped me understand that aspect of it a lot more.
Shanti also described how through participating in the Advocacy Day organizing action
they were able to learn about how the state legislature works.
So, I went to Advocacy Day with CEPA, which is one... of our many
initiatives...taking students to the state house so that they can talk to legislators.
And gain a very firsthand experience of how the entire legislature works.
Shanti shared that gaining an understanding that they have the ability to influence policy
and policymakers is important with regard to progressive, democratic, civic engagement.
In having this knowledge, and the experience of lobbying policymakers, Shanti is now
prepared to continue to influence those individuals with legislative power post college
graduation.
Henry shared that they learned about the way in which State bills were managed
as well as the different committees in the State government.
I’d say just general knowledge about how the Massachusetts legislature works, for
example…just learning about how our state legislature actually can manage
different bills and the different committees that are involved with it, and caucuses
that influence it.
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Henry noted that in learning about the function of the Massachusetts legislature, they
learned about how it is influenced by caucuses. Having this knowledge can support
progressive, democratic, civic engagement. For example, given that Henry knows that
bills developed by legislators are influenced by caucuses, they might be willing to reach
out to these caucuses when they feel the need to influence policy that is being created.
In learning about policy and the function of the State legislature, participants gain
an understanding of the way in which policy is developed and how policymakers can be
influenced by different groups. Having knowledge about how state legislators develop
policy and the ways in which their policymaking can be influenced is important because
it positions the individual as a more informed citizen able to participate in the nation’s
democracy. In the next section, I go over the knowledge about issues of economic
inequality participants gained via their CEPA engagement.
Knowledge about Issues of Economic Inequality
The final area of knowledge participants gained focuses on issues of economic
inequality. The issues of economic inequality participants mentioned learning about
include food insecurity at UMass Amherst, higher education affordability, and the student
debt crisis. Some participants shared they learned about how food insecurity manifests
itself at UMass Amherst via their participation in CEPA. For example, Henry expressed
how the Food Access and Justice Campaign made them aware of how many students at
the university struggle with food insecurity. They also shared that learning about the
manifestation of food insecurity at the university allowed them to learn more about the
impact of income inequality on college students.
With the food security on campus, I’ve learned that one in four students are food
insecure, which I was not even aware of until I started working with that
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campaign…those things I think are all tied to the expenses of college, have taught
me a lot more about income inequality and specifically how it’s affecting college
students.
Similar to Henry, Daisy spoke about how, prior to joining CEPA, they were not aware of
the gravity of the issue of food insecurity at the university. They mentioned learning
about the issue through their participation in a one-on-one meeting, in which students
participate to practice relational organizing.
But, when we were in our one-on-one, he really brought issues to my attention
that I genuinely didn’t know existed. Like things on this campus that I just
thought, there’s no way that could be a problem. I think a good example, the fact
that one in four students are food insecure on campus. That statistic will always
stick in my mind. That’s something that James told me that first day, and I’ll
always remember that because I remember being shocked by that. I had no idea
that it was that severe. But, as someone who is food secure, I can see why I didn’t
know that. So, that brought a lot of issues of racism, classism, just inequality as a
whole to my attention.
Something important about Daisy’s statement is that in it, they acknowledge that it makes
sense that they would be unaware of food insecurity on campus, given that is something
that they do not experience. This statement shows participating in the CEPA campaign
not only supported their learning in gaining knowledge about food insecurity on campus
but provided them with the opportunity to reflect on how their lack of knowledge about
the issue was due to their privileged position. In the literature review, I discussed how
simulations, critical service-learning as well as social justice and diversity education
provide opportunities for students with privilege to examine and reflect on the privileges
from which they benefit. Daisy’s learning experience through their participation in the
campaign demonstrates how engagement with student activism can create these types of
learning opportunities for student with privilege.

173

Likewise, Linden described how, through their participation in the Food Justice
campaign, they became more cognizant that one of the reasons that students are food
insecure at the University is because of the high cost of the meal plan, which some
students are unable to pay.
Definitely. I think over the past few years, economic inequality has been a major
focus and…the food security campaign, the basis is economics and money and
looking at how much it costs to have a meal plan or how much each swipe costs
and why does it cost that much? Who can pay that? And who cannot pay that? …
I’ve definitely become more conscious of that.
Linden’s acknowledgment that part of the reason that students are food insecure is due to
the high cost of a meal plan suggests that Linden is able to see the role that institutional
classism may play in students experiencing food insecurity on campus. This ability to
acknowledge these reasons gives Linden more of an understanding about the role that
institutions play in the access of resources individuals are able to have.
Learning about students dealing with food insecurity appears to catalyze empathy
that results in action. For example, Carter shared how they were personally impacted
when learning about how their friends relied on sleep as a method to deal with food
insecurity.
But when you just know people constantly, on a day-to-day level, struggling to go
to school, uh, that just hits you. It’s such a personal way. Um, and then that is
compounded by people sleeping that you know, your friends, people that you
love, sleeping through lunch because they just can’t eat and can’t afford to be
awake and hungry. So you nap through that time. Um, or jus, are wondering
literally how they’re going to get their next meal. Always just crazy as a 20 yearold trying to go to school, trying to, get ahead and make a life for yourself.
Carter is expressing that they realized some of the ways their friends were coping with
hunger and food insecurity in a way they had not previously considered. The phrase
“always just crazy as a 20-year-old trying to go school…” shows their surprise that
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people their age are struggling with food insecurity when they know that their peers are
trying to get ahead. Carter expresses a sense of empathy that can be connected to the
awareness they developed through their participation in CEPA.
Higher education affordability is another example of the type of knowledge about
issues of economic inequality gained by participants. A few participants shared that they
learned about the issues related to higher education affordability, such as affordable
public higher education and the student debt crisis. Daisy shared that while they had an
understanding of the wealth gap in America prior to joining CEPA, it was through their
involvement in CEPA that they became aware of the issue of affordable public higher
education.
Yeah. I mean, I think I had a decent understanding of just the general wealth gap
within America. I knew it was incredibly extreme. But on this specific campus,
the actual issue of affordability for public higher education, a lot of that stuff is
really new to me.
An important aspect regarding Daisy’s acquisition of knowledge about the student debt
crisis, how student debt can negatively impact students, and how race intersects with
college affordability has allowed them to gain a more in-depth understanding of the
multiple dimensions of economic inequality. In this case the issue of higher education
affordability.
Jordan shared that prior to joining CEPA, they did not know the way in which the
student debt crisis manifested on campus. Jordan expressed that they learn about the
distribution of student debt on campus and the impact of the student debt crisis on
nation’s economy. They also shared that learning about the issue of the student debt crisis
made them understand the urgency of addressing the issue.
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Um, definitely knowledge-wise, definitely coming in, I knew nothing about how
anything works…I didn’t know how the student debt issue worked on this
campus… Um, you know, understanding…just the distribution of student debt on
this campus…Um, knowing just how these issues affect this campus in particular
and especially learning about the urgency of solving these problems.
Jordan described how, through their role as researcher in the Debt Free Future campaign,
they learned about the different ways in which students of color are impacted by student
debt compared to White students on the national level. This participant also shared using
this knowledge to identify how student debt was manifested in the UMass student body
across race.
So, I provide a lot of the research for that campaign…that’s where I sort of get to
explore how these different issues are impacting other people… there is about a
$4,000 gap in student debt for graduating seniors between black students and
white students. Um, we don’t have that data for UMass…So say you take those
numbers, what you use, say UMass numbers for the population, just say the
national trends are the same for UMass and you will find there’s a huge gap
among what are the financial outcomes of white students and black students on
campus…A lot of that stems from, or just the general national racial wealth
gaps…I think that drives how we, um, derive remedies and policies to address
that when we really advocated for solutions to our problems.
Jordan’s being able to use their knowledge to identify how student debt is distributed
across race shows that they have an understanding of the intersection between race and
class. CEPA makes an effort to use an intersectional framework; therefore, it makes sense
that Jordan is able to examine the student debt crisis using an intersectional lens. Being
able to examine issues of inequality using an intersectional lens can support progressive,
democratic, civic engagement. For example, having an intersectional lens can support an
individual to make an assessment when voting on policies and examine who is included
or left out of the policies.
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Henry noted that they learned about economic inequality via their participation in
collecting testimonies from low-income students who have to take on student debt to be
able to attend the university.
Absolutely… because through our work in CEPA we’ve collected student
testimonies about the different student debt that they’ve had to take on because of
being from a low-income family.
Henry shows how personal testimonies can support students to learn about issues of
economic inequality their peers face and that it also motivates action. This is important to
acknowledge because, as I discussed in the literature review, although simulations
support students in gaining knowledge, taking action is not always an outcome (West
Steck et al., 2011; Vandsburger et al., 2010). In Henry’s case, the key to the experiential
learning process was being able to engage with the testimonies of their peers, something
real and tangible, which differs from the simulations that do not feature the real-life
experiences of individuals but rather composites or stories based on data about economic
inequality.
In learning about issues of economic inequality by engaging in the different social
justice advocacy activities sponsored by CEPA, participants gained an understanding of
the ways that their peers are impacted by these issues. Moreover, participants recognizing
the detrimental impact that student debt has on their peers and how this contributes to the
increasing racial wealth gap is a key takeaway of the participants. In the next section, I
discuss the skills gained by participants via their participation in CEPA.
Skills Gained
The second competency, Skills Gained, captures the skills participants gained via
their CEPA participation. This category consists of three subcategories: organizing skills,
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communication skills, and facilitation skills. I explored the skills participants gained
during the interviews by asking them to reflect on their involvement with CEPA and to
identify three areas of skills they acquired as a result of their participation in the
organization. The analysis of the interviews provides further context into the skills
participants gained via their participation in CEPA’s training sessions and organizing
activities. To help illustrate the skills participants gained, I share a few examples reported
by participants in the follow-up interviews. Additionally, I rely on the participants’
responses to one survey close-ended question. I have organized this section by the
subcategories. I begin by discussing the confidence participants gained via their CEPA
involvement. Then I describe the organizing skills participants noted they gained, which
is followed by a depiction of the communication skills participants acquired. I end with a
discussion of the facilitation skills participants gained. Next, I discuss the confidence that
participants gained via their CEPA participation.
Organizing Skills
Equally important, participants shared that they gained organizing skills via their
participation in CEPA. The organizing skills participants mentioned include planning and
implementing organizing actions, knowing when to escalate, tactics for escalation,
learning to use the Midwest Strategy Chart, and relational organizing. For example,
Henry described learning about when it is an appropriate time to escalate in organizing
and the steps needed for escalating organizing tactics. They also explained that while
much of what others see of CEPA is their organizing actions, such as protests and rallies,
those are usually the last organizing actions that they will implement when their initial
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actions are ignored for a significant period of time or if they do not receive the response
they hoped for.
I guess a third skill would be being able to better understand methods and
timelines for escalation. Since a lot of the most publicized parts of what CEPA
does, is often direct actions. So it be at rallies or protests…it almost seems as if
that’s the only action that we take part in. When those are generally a conclusion
to a very long campaign and one that’s probably been ignored for a very long time
or hasn’t got the response that we’ve expected. So just learning about the different
steps that need to be taken to have a more clear path to escalation.
Understanding methods and timelines for escalation is an important skill for participants
to learn because they are learning about the pacing and timing of implementation that
supports future civic action.
Participants also learned to utilize an organizing tool, the Midwest Academy
Strategy chart, that assists with the planning and implementing of organizing actions. For
example, Carter described using the strategy chart to assist them in intentionally creating
an organizing plan.
A general strategy of organizing…building a strategy chart…instead of just
having this activist mentality of let’s burn something down…instead building a
very intentional movement or a campaign.
Carter noted that the strategy chart allowed them to move away from taking a more
hostile approach to their activist action to an approach that was more intentionally laid
out over a long period of time. Being able to move an activist from engaging in a hostile
organizing approach to one that is more intentional is an important outcome of using the
strategy chart.
Similarly, Linden identified learning to use the strategy chart for planning their
organizing action as a concrete skill they gained from their participation. They described
how the strategy chart served as a planning tool to map out their organizing goals and
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identify the individuals who would support or challenge their organizing to determine
what organizing tactics to use. They also shared that having a document, like the strategy
chart, illustrating one’s organizing plan, is a powerful way to encourage others to join
their organizing actions.
Definitely a concrete skill.…the strategy chart…it has…short term, medium term
and long-term goals and you write them…and then…mapping out what resources
we have right now or who are our constituents? Who do we have that can work on
doing this? And who are the opponents? What tactics should we use?…You can
make a strategy chart for each of the goals and …if something changes then go
back…switch this up a little bit…And just that method of being able to map your
strategy and what you’re doing is a really helpful skill…it’s really powerful for
getting everybody on the same page.
A key aspect of the strategy chart illustrated by Linden’s quote is that this tool allows
activists to reexamine their tactics when they fail to accomplish their goals and provides
the opportunity for making changes if needed. This is important because it shows
activists that their organizing plans are not set in stone and that they can make changes
when necessary. Learning to use the strategy chart is not only important because it
provides a structure for student activists to strategically plan their organizing actions but
also because it serves as a tool for student activists to model activism to their peers.
Having a tool that they can use to model their activism could support student activists
when they attempt to encourage their peers to become involved in activism.
Rational Organizing
Relational Organizing is the last organizing skill that some participants said they
gained via their involvement in CEPA. Participants shared how they used relational
organizing to encourage their peers to join the CEPA organizing campaigns as well as to
incorporate and guide new members in the organization. Jordan described their use of
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relational organizing to guide new students in the organizing campaigns and to identify
their role in the broader campaign.
I guess the third thing would just be an ability to…organize in the most just
general sense and just once people were…in this space, how do you…make
them…involved and really give them a place for the work within…the broader
campaign in itself…I think this past semester was huge for our campaign…we
never had more people join and want to be involved…And so then…how do you
see these people sort of different involvement, really help benefit the campaign.
So that process of finding out what they’re interested in…why they’re in this
space…and then not telling them what to do, but directing them… guiding
them…So…you create this very comfortable space, where people can best assert
themselves and people don’t feel alienated…where people aren’t zoned out,
they’re always active.
Different from Jordan, Willow spoke about using relational organizing to recruit
other students to join CEPA.
I would say relational organizing…organizing person to person… me talking to a
person in a space and getting them to be involved in the things that we’re doing,
getting them interested in making them realize why they should be enrolled, what
they have at stake…So it’s people-to-people organizing.
Willow’s quote shows that they recognize that effective organizing requires that
individuals unify and work collectively to address issues of injustice. For this reason, it
makes sense that Willow intends to use this skill to recruit others. Getting experience in
using relational organizing to recruit others to join one’s social justice advocacy activities
can support capacity building for progressive, democratic, civic participation (i.e., ability
to work collaboratively).
Daisy shared that because they had relational organizing as a skill, they were able
to go outside of their comfort zone, which allowed them to meet new individuals to talk
about issues of inequality. They noted that they had gained a lot from being able to step
outside of their comfort zone.
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Relational organizing, that’s also sometimes outside my comfortable zone. To
meet one-on-one with someone that I don’t really know, just to get to know them
and talk about these issues. Um it’s hard, it’s really hard to do that. I think I’ve
pushed myself to do that because of CEPA…I’ve gained a lot from that. So,
relational organizing as a skill I would say.
Daisy recognizes that talking about issues of inequality in a one-on-one setting with
someone with whom you are not as familiar can be difficult to do; however, by using
relational organizing, they have been able to do so. This shows the positive ways in
which having the skill relational organizing can support effective communication.
As a final example, Camila explained learning about how to build trustworthy
relationships using relational organizing.
A third skill, relational organizing…I’ve never really known what a one-on-one
was until this space and the idea that you are meeting with someone in an
informal but slightly formal way, you have a goal or you have a desire to at least
get to know them better. It’s a structured way of having a meeting, and seeing
what someone wants from the space that you’re in, what resources you could give
them, what they want to improve on…it’s kind of fun and I’ve never done that in
my life…so yeah, the last skill would be relational organizing in the sense of you
have to have those relationships of trust and just, and wanting the desire to work
together. And that’s done not from a top-down way, but by actually making those
one-on-one connections and then growing them out.
Camila gives credit to developing the skill of relational organizing to the one-on-one
meetings that CEPA encourages members to participate in. According to Camila, these
one-on-ones provide a structure that permits skill-building. This is another example of
how the experiential learning experience CEPA provides students with activities that
support their development of capacities for progressive, democratic, civic engagement.
Relational organizing is an important skill to have because it can support
meaningful activist work. As illustrated by the participants' examples, using relational
organizing prevents activists from having transactional relationships with their peers.
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Furthermore, it supports effective communication. In the next section I discuss the
communication skills participants gained via their CEPA involvement.
Communication Skills
In addition to confidence and organizing skills, participants gained
communication skills via their involvement in CEPA. Participants shared how they
became skilled in disseminating information to their intended audience and in speaking
with people in positions of power. For example, Jordan spoke about being able to identify
the best way to present information in a quick and accessible manner.
Making sure that the information is digestible…so definitely getting a lot better of
that process of, this is coming up, uh, for this same for a meeting… you need to
know this. And then that mechanism of…this is what you need to do for it…this
is the stuff that would be critical for the meeting to be productive. And just
quickly transferring that…And I think doing that, um, you know, many times
over, it’s definitely something which, you know, I’ve been able to be a lot more
effective.
Jordan also spoke about learning to use different approaches to transmit information
depending on their intended audience. They explained that the approach they would use
to engage a student would differ from the approach they would take to engage people in
positions of power.
And they’re in that sort of the dialogue you have say with them which is different
and how you would engage a student…you wouldn’t necessarily want me [to]
approach [someone] hitting them with facts, usually that’s not as big as a
driver…While say having a dialogue with an admin or legislator or someone…in
higher power. It’s more so a more direct conversation about, you know, the nuts
and bolts of the issue itself. And certainly, having to learn about separating those
different approaches or approaching all these different people and understanding
sort of what they want to hear and understanding how to sort of go about
delivering that is definitely… the valuable skill that I’ve been able to learn and
being able to practice.
Here, we can understand that not only did Jordan learn a new skill because of their
participation in CEPA but also was able to successfully put it into practice. Giving CEPA
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members opportunities to gain knowledge and apply the knowledge they gained is an
important aspect of the experiential learning experience the organization provides.
Similarly, Shanti shared how they learned to communicate in a manner that would
captivate the humanitarian side of their audience.
So I think figuring out when to appeal to that humanitarian side of someone
…having statistics is really important but people aren’t going to understand those
statistics or information if you don’t provide an example…humanize that problem
and be like these are your fellow students who are going through this. So, it’s
helped me become more confident in the sense of understanding the different
ways of talking about economic issues and all the different ways people respond
to economic issues and economic hardships.
Shanti expressed that humanizing a problem when explaining it has led them to become
more confident in talking about issues of economic inequality in different manners.
Moreover, participants also learned how to engage with people in positions of
power. For instance, Shanti spoke about learning to engage with legislators via a phone
banking experience. They expressed that, at first, they were afraid to engage in phone
banking; however, after making the calls, they realized that it was better than what they
thought.
Specifically talking to legislative bodies and stuff. Because we do a lot…of
talking to congress people…one of the things I did was phone banking. I was so
scared to do it…I hate talking on the phone…it scares me so much…but doing
that and realizing…it’s not as scary as you might think. I was still scared, but…I
made it through that…a lot of those very specific skills are putting yourself out
there and talking with people, particularly people…you know are probably going
to resist you.
Shanti also mentioned learning when it was appropriate to escalate when interacting with
legislators.
The other skill is talking to legislative bodies. And sort of understanding that
there’s times to escalate the situation and there’s times where it doesn’t make
sense…because if you escalate it’s going to cause more problems. And I have
many feelings about the idea of respectability and being dignified. I have many
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issues with that situation, but I guess being in CEPA has helped me figure out
like, okay, maybe sometimes we have to [not escalate].
Knowing how to engage with people in positions of power is important because it can
allow Shanti to be more strategic about achieving their activist goals. For example, if they
are to come across a challenge posed by someone in a position of power, rather than
being reactionary and choosing to escalate, they can, instead, think of steps they can take
to confront the challenges posed by those in power.
Henry spoke about learning to identify the best language to use when engaging
with the university’s administrators. Henry recognized that to get across to the
administrators, they needed to deliver an appealing message.
One of the biggest skills would probably be learning to speak with administrators
and learning how to use the kind of language that appeals to them and that gets
through to them instead of being outright with what is necessary. Because,
unfortunately, you have to wrap things in several layers of other phrasing just in
order to make it seem accessible to them. Rather than just saying, education is a
human right and that’s why we support this.
Henry’s quote shows how they recognize that part of activism is dialoguing across power
and explain that because of this, student activists are unable to be direct with
administrators and instead have to contextualize the problem in several layers and use
language that is accessible to them.
Participants gained various communication skills via their CEPA involvement.
These communication skills included how to effectively relay information to an intended
audience and speaking with people in positions of power. Next, I discuss the facilitation
skills that participants gained via their involvement in CEPA.
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Facilitation Skills
Finally, via their participation in CEPA, participants were able to develop
facilitation skills, including facilitating large groups of people, facilitating meetings, and
asking open-ended questions. For example, Willow spoke about gaining skills to
facilitate large groups of people and made the clear distinction that while they had
experience with public speaking, facilitation was something new to them.
One of them is facilitation, facilitating a large group of people…I’ve had some
experience of public speaking in the past, because I used to do a lot of it in high
school…but it was more standing on the podium and giving a speech. It wasn’t
really facilitating.
Similar to Willow, Carter had previous experiences in speaking in front of groups;
however, facilitating was new to them. Carter made the distinction that while they had
experience in leading meetings, facilitating meetings was not something they were
familiar with.
Another skill I think is facilitation and how facilitation differs from leading a
meeting. Because I’ve definitely come into college able to lead meetings, but I
wouldn’t necessarily say that I was skilled at facilitating. So I think that’s also a
skill that I gained from CEPA.
Like Carter, Shanti spoke about gaining an understanding of facilitation, they specifically
discussed learning about the process of asking questions and how to draw people into the
conversation. Shanti acknowledged that their facilitation skills were something she was
intentionally continuing to work on because the practice did not come naturally to them.
One of those skills is facilitation or understanding how facilitation
works…understanding that you got to be very intentional in how you do it…what
do you say during facilitation or how do you pull people in when you notice that
they’re kind of feeling isolated from the group…I’m still working on it…because
while I enjoy it…it does not come…naturally to me as…for other people…I see
other people in this space who had more experience with it…I want to get to that
level.
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Linden shared that through their role as the education and training coordinator,
they had the opportunity to practice facilitating. Linden also mentioned that they had
received positive feedback regarding their facilitation.
I’ve done it a lot, since being an education and training coordinator, and I’ve
gotten good feedback and people being like, you’re really good at facilitating. So,
I think that’s a good skill that I’ve learned.
Via their CEPA participants developed facilitation skills, these include facilitating
large groups of people, facilitating meetings, and asking open-ended questions. Three of
the participants mentioned that, while they had experience in public speaking, facilitation
was something new to them that they learned via their CEPA experience. In the next
section, I summarize and discuss the findings related to the third question guiding the
study.
Confidence
Participants also described gaining confidence via their CEPA involvement.
Participants mentioned becoming confident to engage with others as well as confident to
engage in organizing actions. For example, Daisy spoke about how CEPA has
encouraged them to go outside of their comfort zone and doing so had led them to
become more confident to engage with others. They also expressed that, because the
results of stepping outside of their comfort zone have been positive, they have been
motivated to continue to engage in CEPA’s organizing actions.
I’ve felt a lot more confident since I’ve come to college, and I think CEPA has
really helped with that… because it puts you outside your comfort zone a lot of
the time... The payoff is just ... It’s unquantifiable…sometimes it’s hard for me to
build the motivation to go to that meeting or something. Or sometimes I don’t feel
I’m educated enough on the issue to put myself in a situation with legislators that
are going to be asking about it. But every time I push myself to go to those
meetings and to meet with them, even though I’m scared to do it, the payoff to me
is always so great. I always feel so much more motivated to continue doing the
work, after I put myself in that scary situation and the payoff was so good.
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Daisy added that CEPA’s approach in prioritizing students’ voices contributed to them
specifically becoming more confident:
I mean, I still feel I’m growing a level of confidence. I feel CEPA is helping me
grow that confidence...one of the intentional things that they do, is the leaders of
the group… kind of … step back and have it really come from the group. So, I
just think there’s a lot of opportunity there, and it’s intentional on their behalf,
that they are trying to mobilize students. They…want all of our voices to be
heard, so they try to make that a huge priority. And I think that helps grow the
confidence of people in the group, ‘me specifically. Just actually putting myself
out there to go to those meetings, and to reach out to people that out to people that
have you know some sort of high status that is intimidating to me…that I feel is
very transferable, and I think will be useful to me in my life.
Daisy’s experience in gaining confidence to step outside of their comfort zone via their
CEPA participation shows the positive impact student organizations, like CEPA, can
have in supporting students in becoming more confident during their college years by
making an effort to prioritize the voices of the students. Actively prioritizing student
voices on college campuses sends a message that the institution cares about what students
have to say, thus, helping them become more confident in expressing their views and
ideas, which is necessary for civic engagement.
Jordan talked about how their participation in CEPA helped them become
confident to engage in serious discussions about issues of injustice and identifying
solutions as well as helping them gain confidence to engage with university officials.
Having that…confidence…to be in these very serious situations where…you can
have this discussion…that alone is something that could really be a seed for
change…and how you go about that sort of process and delivering that…I would
have no idea…how do I do that? Who do I talk to about that? … What are you
even saying in those meetings? Certainly through the process…CEPA…gives you
the environment to learn about the research and building, and find out what is
needed and then coming together with all these other people and bringing all these
different people from across campus on board and having discussions about what
does a solution look like? …I would have no idea how to do that…what you
would need to be able to do to be in those situations…meeting with that
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administrator, and what information you need to have and what sort of pressure to
put on that individual to sort of make that change.
A key aspect of Jordan’s observation is how they credit CEPA for the confidence they
gained. Jordan attributes their confidence to the learning environment that CEPA
provides. This is important because it demonstrates that the organization has created an
experiential learning environment that can effectively support students in gaining
capacities through the engagement of social justice advocacy activities.
Similar to Jordan, Henry spoke about how, via their involvement in CEPA, they
gained confidence to participate in organizing actions and engage with university
individuals in positions of power. They noted that CEPA is able to foster confidence
because of their welcoming environment that simultaneously encourages learning and
engagement with organizing.
Just in being able to perform actions I suppose, just in participating in rallies and
speaking to the board of trustees and speaking to administrators, and participating
in those kinds of activities. I would say that CEPA has made me more confident
as an organizer because there’s sort of a logical leap from having a cause that you
care about to actually engaging in actions to advance that cause. And If you’re not
sure where to start, it can be very difficult to make that jump, that transition. I
think CEPA, by having the kind of welcoming environment that it does. And one
that encourages learning in that along with organizing, there is a learning process,
it makes it significantly easier to join in those kinds of actions. Then afterward be
confident in your ability to participate in later ones.
Henry’s experience, as well as their statement about CEPA simultaneously encouraging
learning and engagement with organizing and resulting in one becoming more confident,
further reinforces my previous point about CEPA developing an effective experiential
learning environment for student activists.
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Moreover, the survey included a question that asked participants about how
confident they felt in their ability to take action to address issues of prejudice,
discrimination, and injustice. Table 21 illustrates the participants' response.
Table 21
CEPA Participants’ Confidence in Taking Action
Confidence to

Very Much

Quite a Bit

Some

Very Little

Confidence to Recognize
the biases that affect my
own thinking

11

9

0

0

Confidence to Avoid using
language that reinforces
oppression

12

7

1

0

Confidence to Challenge
other people when they
behave in biased or
discriminatory ways

7

11

2

0

Confidence to reinforce
others for behaviors that
support social justice
advocacy

13

6

1

0

Confidence to Make efforts
to educate myself about
other groups

14

6

0

0

Confidence to Make efforts
to get to know people from
diverse backgrounds

14

7

0

0

Confidence to Get together
with others to challenge
issues of economic
inequality that impact
UMass students

14

5

1

0

Confidence to participate
in a coalition of different
groups to address some
social issue

13

6

1

0
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For the most part, as indicated by Table 21, participants tend to either feel very confident
or quite a bit confident in their ability to engage in taking action against issues of
discrimination, prejudice, and injustice. However, six participants noted feeling they have
some confidence in 5 out of the 8 potential actions featured in Table 21. The 5 actions the
six participants felt somewhat confident about are Confidence to Avoid using language
that reinforces oppression, Confidence to Challenge other people when they behave in
biased or discriminatory ways, Confidence to reinforce others for behaviors that support
social justice advocacy, Confidence to Get together with others to challenge issues of
economic inequality that impact UMass students, and Confidence to Participate in a
coalition of different groups to address some social issue. There are possible reasons that
these six participants were involved in CEPA for a brief time and did not have enough
opportunities to engage in such actions allowing them to feel confident in these areas at
the time they completed the survey.
Participants being able to gain confidence is of importance, given that having
confidence can make it easier for individuals to engage in taking action against inequality
and injustice. A key component in participants gaining confidence appears to be CEPA’s
student-centered approach that creates spaces for CEPA members to provide input
regarding CEPA’s organizing. Next, I discuss the organizing skills participants gained via
their CEPA involvement.
Summary and Discussion
In this section of the findings chapter, I highlighted findings concerning the two
competency areas—knowledge and skills—participants reported gaining through their
involvement in activities and their involvement in the training sessions and organized
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actions. I relied on the follow-up interviews and a closed-ended survey question to
answer this research question. Findings suggest participants gained knowledge in three
areas: knowledge about organizing, policy, and the state legislature, and knowledge about
issues of economic inequality. Furthermore, participants also gained skills in organizing,
communication, and facilitation and confidence in their ability to take action against
injustice, issues of inequality, and engage with people in positions of power.
With regard to knowledge about organizing, participants reported, in the followup interviews, learning about radical organizing traditions, relational organizing, and
organizing terminology. In the survey, participants reported that CEPA contributed to
their gaining knowledge in four areas: distinguishing those problems that can best be
resolved through social/political action, identifying the appropriate mechanisms and
avenues for addressing these problems, seeking and joining with potential allies, and
lobbying (with allies) legislators and other policymakers. Participants also gained
knowledge about policy and the state legislature via their CEPA involvement. For
example, a few participants reported learning about policymaking, the role of
policymakers, and the connection between national policies to the social problems they
were trying to mitigate with their activism. This knowledge supports participants in
understanding how policy and policymakers can be influenced. Furthermore, the issues of
economic inequality participants learned about include food insecurity at UMass
Amherst, issues of higher education affordability, and the student debt crisis.
Similar to gaining knowledge, participants also gained skills. Participants shared
gaining confidence via their participation in CEPA and how having this skill supported
them to engage with others, particularly with people in positions of power. In the survey,
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participants reported feeling confident in their ability to engage in taking action against
issues of discrimination, prejudice, and injustice as a result of the CEPA participation.
Equally important, via their engagement in the CEPA social justice advocacy activities,
participants also obtained organizing skills that include planning and implementing
organizing actions, knowing when to escalate, tactics for escalation, learning to use the
Midwest Strategy Chart and relational organizing. In addition to confidence and
organizing skills, participants also developed communication skills. These
communication skills included disseminating information effectively to an intended
audience and speaking with people in positions of power. Finally, participating in CEPA
resulted in the participants becoming skilled in facilitating large groups of people,
facilitating meetings, and asking open-ended questions.
Participants' knowledge and skills can support them in progressive, democratic,
civic engagement. Progressive, democratic civic engagement is framed within a justiceoriented citizenship and is based on the scholarship of various scholars. For example, the
knowledge about organizing in combination with confidence, the organizing skills, and
the facilitation skills that participants gain can support them in organizing actions, social
activism, political dissent, and becoming change agents. The knowledge about
organizing, specifically relational organizing, can support participants to be committed to
their local community and address public concerns in collaboration with others. Equally
important, the knowledge about policy and the State legislature and participants'
communications skills can support them when voting on policy and contacting public
officials. Furthermore, the knowledge about issues of economic inequality can support
participants in the sustainability of their local economy. In the next section, I address the
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fourth research question, which explores how participants intend to use the capacities
they gained via their CEPA participation.
Research Question 4

In what ways do participants envision themselves in the future using the
capacities they gained from their co-curricular social justice advocacy activities?

In this section, I address the last research question guiding this study. In asking
this question, my goal was to gain a better understanding of the ways in which
participants planned to use the competencies they gained in other student organizations,
in their classroom, and post-graduation. By capacities, I refer to the skills that participants
gained via their participation in CEPA. Interestingly enough, when I asked participants to
describe how they planned to use what they learned, they focused primarily on the skills
they gained but not the knowledge. For example, one participant expressed how they
intended to use their skills at the university in their classes. For this reason, I will focus
on discussing how participants’ plan to use the skills gained. Exploring this question is
important because it helps provide insight into how students would like to make use of
the skills they acquired by participating in co-curricular social justice advocacy activities.
In order to develop a more nuanced understanding of how participants saw themselves
using skills, I relied on two interview questions that asked participants to reflect on the
experience moving forward (see Appendix H, questions 3 and 4).
Table 22 displays the thematic clusters that emerged from the qualitative analysis
of the interview data. These clusters illustrate the ways participants intend to apply the
skills they gained via their CEPA participation. I have organized these thematic clusters
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into two themes: application of skills gained at UMass Amherst, and application of skills
gained in future employment. The two thematic clusters consist of sub-themes, the
application of skills gained sub-themes focuses on student organizations, and academic
majors. Equally important, the application of skills gained in future employment focuses
on education, crisis intervention, and the nonprofit field.

Table 22
Application of Skills Gained
Thematic Cluster

Subtheme

Application of Skills Gained at UMass Amherst
Application of Skills Gained in Future Employment

Student organizations
Academic majors
Education
Crisis intervention
Nonprofit

These two major themes are relevant to the overarching research exploration
regarding if and how students who participate in student activism reflect on their future
involvement in progressive, democratic, civic engagement. This question is important
because it provides insight as to how participants might use the competencies for
progressive, democratic, civic engagement. A core element to potential change in the US,
progressive, democratic, civic engagement incorporates a wide range of activities. These
activities include engaging in social activism, political dissent, and becoming change
agent (Malaney, 2006); taking civic responsibility (Eagan et al., 2016); participating in
organized actions, developing community-based services, addressing public concern in
collaboration, voting, and contacting public officials (Checkoway, 2012); and having a
commitment to local community and the sustainability of local economy (Boggs, 2012).
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For each thematic cluster, I provide descriptive examples drawn from the interviews.
Then I examine and discuss how participants plan to apply the skills gained through their
involvement in CEPA involvement at UMASS Amherst and in their future employment
Application at UMass Amherst of Skills Gained
The first thematic cluster, application at UMass Amherst of skills gained, focuses
on participants’ desire to apply the skills they gained via their CEPA participation at the
University. Participants noted that they planned to apply the skills they gained in two
different spheres of UMass Amherst: student organizations and academic majors.
Furthermore, because participants want to, they can apply their gained skills to other
areas of the institution.
Student Organizations
Some participants shared that they planned to utilize the skills they gained
through CEPA in other student organizations at UMass Amherst. For example, Jordan
explained how they planned to use the new skills they gained in the Student Government
Association (SGA) to try to make organizations function in a more progressive manner,
given the power the organization has to make change.
I work with say senators…on different issues…so that is an real good example of
an institution which has a lot more power than CEPA institutionally…But
because of…how it’s sort of presented and who it attracts…it doesn’t create
necessarily an environment for social justice…Productive change that an
organization like this (CEPA) would…We have the will, we have the energy, and
we have the knowledge to really make an effort to solve these problems. Where
the SGA (Student Government Association) [is] much more, we’re here and we’re
going to have…these positions…but we are not going to operate through a lens
which sees us as agents of transformation…As agents really trying to create a
better UMASS community.
Jordan’s remarks demonstrate that they understand that they are in a unique position in
which they have the ability to influence the SGA senators who have a lot more power due
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to their institutional position in comparison to CEPA. As I mentioned in Chapter 3, the
SGA is granted institutional power by the Wellman Document (see Appendix A), which
is recognized and supported by the Massachusetts State Constitution. This is important
because, given the institutional power the SGA has, they can recommend the
implementation of new policies and changes to policies, which could be used to better the
conditions of students at the University. For this reason, Jordan was motivated to use
their skills in the SGA to encourage the SGA senators to engage as agents of change.
Furthermore, Jordan’s approach to encourage the SGA senators to act as agents of change
in their role, can support the senators to engage in progressive, democratic, civic
engagement. As I discussed previously, one aspect of progressive, democratic, civic
engagement encompasses engaging as a change agent.
Similar to Jordan, Willow shared that they planned to use the skills they gained in
their role within the SGA to help improve the culture of the organization. They were
interested in using their experience with CEPA to influence other institutions at UMass
Amherst.
I’m using my organizing experience here, sort of within student government and
to build a better committee, a better student government. Well, there’s a lot of
problems with the student government right now and it’s a very toxic
environment. So, um, but I hope to one day maybe run for president (of the SGA)
or do something that enables me to use this experience…Basically using
institutional experience with CEPA to influence other institutions on campus.
Furthermore, Willow recognized that the environment of the SGA needed to be
improved, which they felt they could help better by using their skills. Willow’s ability to
recognize the need to improve the SGA environment in contrast to her experience in the
CEPA environment is of importance because it demonstrates that having positive
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experiences with student activism will allow student activists to discern when they are
part of an organization that has a toxic environment.
Carter spoke about using the skills they gained in their role within a student
organization in which they were the president. As I mentioned in the previous section,
using the strategy chart was a skill that participants mentioned gaining via their CEPA
involvement. Participants who mentioned the strategy chart felt it was an effective tool in
helping them plan their organizing action. For this reason, it would make sense that
Carter would choose to use the strategy chart in the organization which they lead.
So, two Mondays ago I did a training that originated from CEPA…the strategy
chart training which…is amazing…We’ve properly identified who…the decision
maker is…what it is that we want, and staggering it in terms of short, medium,
and long term for what is maybe immediately achievable what we could achieve
in the next…coming weeks or months and what our broader sort of vision is.
Moreover, something important about Carter’s quote is their expressing that the members
of the organization loved the activity and found it helpful. This is important because it
shows how the training activities that focus on the use of tools for organizing can be
beneficial to students who are in other organizations that are also engaging in making
change. Furthermore, learning to use the strategy chart to plan one’s organizing can
support participants progressive, democratic, civic engagement (e.g., engagement in
social activism, in participating in organized actions, and addressing public concerns in
collaboration).
Finally, Henry spoke about using the skills they gained in their organizing role in
the Public Higher Education Network of Massachusetts:
Yeah, I think while still at UMass Amherst, CEPA’s already sort of provided a
way for me forward. Because of my experience with CEPA, I think is part of the
reason I recently became an organizer for the Public Higher Education Network
of Massachusetts here on campus. And so, part of that I think was due to CEPA
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teaching me the skills that were necessary for it because otherwise I don’t think
I’d be nearly as effective.
Henry credited CEPA for their ability to be effective in their organizer role in the Public
Higher Education Network of Massachusetts. Henry’s acknowledgment regarding being
an effective organizer in the Public Higher Education Network of Massachusetts is
because of their involvement in CEPA shows their appreciation for being able to gain
skills that are transferable to other leadership roles they have at UMass Amherst.
Participants shared their desire to apply the skills they gained via their CEPA
participation in their role at other student organizations, such as the SGA and the Public
Higher Education Network of Massachusetts. A common theme across the participants
was their desire to apply their organizing skills in the other organizations in which they
were involved. Two participants specified wanting to shift the culture of the SGA. One
specified that their reasons were because the environment was toxic. (The participant did
not explain in detail what they meant by toxic) This is important because it shows that
due to having a positive experience with CEPA, the participant was able to distinguish
what a student organization with a healthy environment is like, as compared to one with a
toxic environment. In the next section, I discuss participants' desire to apply the skills
they gained in their academic majors.
Academic Majors
Another area in which participants revealed their intention to apply the skills they
gained was within specific academic majors. For example, Camila spoke about using the
skills they gained to help create space in their classes to be able to discuss issues of
inequality.
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So here at UMass Amherst the skills, from the future space and kind of applying
them outside the CEPA space. I’ve definitely been trying, in some of the political
science classes. People aren’t so apt to talk about race or income inequality or
apply that lens to an issue.
Camila applying their skills to create space to talk about race or income inequality in
their class shows that they feel confident in engaging with other individuals to discuss
these topics. As I mentioned earlier, one of the skills participants gained was confidence
to engage with others.
In contrast to Camila, Shanti shared that they planned to employ the skills they
gained to recruit students within the STEM majors. Shanti spoke about the lack of
representation in CEPA from the STEM majors and how getting them involved was
important, especially given the divide between the STEM majors and humanities majors.
We have a lot of conversations about people in STEM and how there’s a growing
group of people in STEM who want to talk about socio-political issues, but we
don’t, we never really pulled them in…and I don’t know if that’s because of
people, there’s a weird divide between STEM and humanities…We need
STEM… And we also need humanities…So trying to figure out how do we pull
in the people that we never really collaborate with and also how do we pull in
people who want to collaborate but don’t know how just to get started.
Shanti’s concern of the lack of representation of STEM majors in CEPA and desire to
identify a way to encourage them to become involved in CEPA could be indicative that
Shanti believes that student activist spaces should have student representation from
different academic disciplines. This is important because having students from different
academic disciplines in activists’ spaces can create the opportunity for an engagement of
diverse ideas. Another reason this matters is because it creates the opportunity to cultivate
individuals with civic capacities for progressive, democratic, civic engagement who will
be part of various professional fields, which could hopefully result in a larger societal
impact.
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Participants shared their desire to apply the skills they gained in the academic
majors, political science, and in STEM majors; they differed in the way in which they
planned to apply the skills they gained. One participant intended to use them to stimulate
the conversation in their class, while the other participant intended to use them to recruit
other students to join the organization. It could be said that participants applying the
skills they gained in the academic majors, shows that involvement in CEPA results in
shifting how participants engage in their classes. For example, in the case of Camila,
applying the skills they gained via CEPA led them to become more active in creating
space for dialogue about important topics, such as race and economic inequities. In the
next section, I discuss how participants plan to apply the skills they gained in their future
employment.
Applications in Future Employment of Skills Gained
The second thematic cluster—applications in the future employment of skills
gained—illustrates the way in which participants planned to apply the skills they gained
via CEPA in their future employment. This thematic cluster illustrates the way in which
participants discussed applying their skills in their future employment in the areas of
crisis intervention, education, and nonprofit work. Next, I discuss the way in which one
participant explained applying the skills they gained in the field of crisis intervention.
Crisis Intervention
Crisis intervention is an area that one participant mentioned they hoped to apply
the skills they gained via their CEPA involvement. Linden shared that after graduating,
they hope to continue to engage and work in activism and that they were thinking about
entering the field of crisis intervention to use the skills they gained. Crisis intervention is
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a practice that provides support to an individual when they are experiencing mental,
emotional, physical distress.
I really hope that I continue doing civic engagement and … working in
activism…I am currently thinking that my route is going to be, working on
…emergency crisis services, and shifting that away from police being the only
route of that and also trying to shift, the role of suicide hotlines, because they call
the police and without the consent or knowledge of the people online…So trying
to figure out another option. I’d really like to do that in the future.
Linden’s desire to continue their activism through a role in crisis intervention serves as an
example of the way in which student activists can continue to engage in activism through
their careers. This is important because it shows that individuals can use their careers as a
pathway for activism. By individuals using their careers as a pathway to engage in
activism, more efforts can be dedicated to address society’s social problems.
Furthermore, Linden wanted to apply their skills in crisis intervention. In the next section,
I will go over participants’ explanations of how they intend to apply the skills they gained
via CEPA in the field of education.
Education
A few participants shared that they planned on applying the skills they gained
through their participation in CEPA in the field of education. Jordan spoke about using
the skills they gained in either an academic or research role that is connected to civil
society, lawmakers, and government officials.
I see myself in some sort of either academic or research sort of role. Where I can
both be involved in discussion, around this subject, around those sort of issues
with other people who are in that same circle but also still having, some sort of
connection to civil society, to lawmakers, to government officials and bureaucrats
or whatever…Take the example I’m working in a think tank or some sort of
research institution…I think say being in some sort of an institution down the line
where I can use both.
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Jordan’s desire to apply the skills they gained in a role that is connected to civil society,
lawmakers, and government officials, suggest that perhaps they are interested in using
their career to influence policymaking and policymakers. This is important because to
create policy that can address many of the social problems plaguing our society,
policymakers will need to be influenced by the nation’s citizenry.
Different from Jordan, Shanti, who was minoring in education, saw themselves
applying their newly gained skills in a future educator role in which they would be able to
educate their students on the issues they have learned about via their CEPA involvement.
Or if I ended up becoming a teacher (because that’s my minor, education),
figuring out how to educate students about these issues but also in a way that is
more accessible to more students… it’s very much up in the air for now but I
think having those specific skills will be super helpful moving forward because
they are transferable.
Shanti recognizing that the skills that they gain via CEPA would be transferable to their
role as a teacher is of importance because it further shows how the skills that participants
gained via CEPA are transferable to other areas of their lives. Participants being able to
transfer the skills they gained via CEPA, further illuminates the important role that the
organization’s training curriculum has in capacity-building.
Both these participants shared wanting to apply the skills they gained via their
CEPA participation in the field of education. Jordan hoped to apply their skills in either
an academic or research role; Shanti hoped to apply their skills in their pedagogical
practice as a future teacher. Next, I discuss how participants plan to use the skills they
gained via their CEPA involvement in the nonprofit field.
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Nonprofit Field
Participants were also interested in applying the skills they gained in the nonprofit
field. Two participants shared that they saw themselves applying the skills they gained in
the nonprofit sector. For example, Camila spoke about the possibility of using the skills
they gained via CEPA in the role of a director for a nonprofit organization.
After UMass Amherst, um, I definitely want to go to grad school for public
policy. I think it’d be wonderful to, I don’t know, I have never really been a
leader… but I want to be one… it would be fun to work in an organization and
one day be a director of maybe a nonprofit.
Camila mentioned that they have never really been a leader but that they want to be one.
It is possible that Camila’s experience in CEPA has allowed them to imagine new
possibilities in ways in which they can engage in making change, such as taking on a
leadership role. Equally important, Camila’s desire to take on a leadership role in a
nonprofit organization, despite feeling like they have never been a leader, could be the
result of gaining confidence through their CEPA involvement. Furthermore, Camila
wanting to work in a nonprofit is another example of how participants can engage in
progressive, democratic, civic engagement. This is because having a commitment to the
local community is another aspect of progressive, democratic, civic engagement, and
nonprofit organizations tend to work closely with and provide services to communities.
Henry mentioned that they were interested in using the relational organizing skills
they gained via CEPA in either an advocacy group or nonprofit organization. They added
that they wanted to be able to find work in which they would be able to use the
organizing knowledge they attained such theories of escalation.
At the moment my interest is in working with some sort if advocacy group or
nonprofit. And so, I feel as though just the basics of relational organizing, but also
when it comes to learning things such as escalation, I intend to try and find work
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that’s very related to those kinds of activities. So, I think CEPA is an amazing
starting point for that.
Henry’s desire to apply to find a career in an advocacy group or a nonprofit organization
makes sense, given their experiences with civic engagement prior to joining CEPA as
well as their involvement in CEPA. As I mentioned earlier in the first section of the
chapter which focused on what motivated participants to join CEPA, Henry volunteered
at their uncle’s historical center, which was a nonprofit. It is possible that this previous
experience, in combination with the skills they gained via CEPA, encouraged Henry to
seek a career in the nonprofit world as a pathway to continue to engage in activism.
Moreover, having a nonprofit job provides Henry the opportunity for progressive,
democratic, civic engagement.
Both these participants expressed wanting to apply the skills they gained in the
nonprofit sector. Choosing to apply the skills they gained in a position in the nonprofit
sector, happens to be a continuation of Henry’s previous experience with civic
engagement. In the next section, I discuss and summarize the findings related to the
fourth research question.
Summary and Discussion
In this last section of the chapter, I address the fourth research question, which
explored students' future application of the skills they gained via their CEPA
participation. I discussed two thematic clusters that illustrate the ways participants intend
to apply the skills they gained via their CEPA participation. These thematic clusters are:
application at UMass Amherst of skills gained, and Application in future employment of
skills gained. The two thematic clusters have sub-themes, the application at Umass
Amherst of skills gained sub-themes include student organizations, and academic majors.

205

Equally important, the Application in future employment of skills gained sub-themes
includes education, crisis intervention, and the nonprofit field.
Participants shared applying the skills at UMass Amherst they gained within the
student organizations. One way in which participants applied their skills in other student
organizations was to shift the culture of the organization. For example, one of the
participants shared using their skills to encourage the members of the Student
Government Association (SGA) to function in a more progressive manner given that they
have institutional power. Another participant shared that they were interested in applying
their skills to improve the culture of the SGA due to the toxic environment it had.
Moreover, another participant shared using the skills they gained in their role as the
president of a student organization to train other members to organize in a strategic
manner by using the strategy chart. The strategy chart is a tool that CEPA trains students
to use that supports them in the planning and implementation of their activism. Overall,
the skills participants gained supported them in their roles in other student organizations.
Another area of the university in which participants expressed applying the skills
they gained, is in academic majors. One participant spoke about implementing the skills
they gained to create space in their classroom to talk about race and income inequality. In
contrast, one participant shared using the skills they gained to recruit students in the
STEM majors because there is a lack of representation from this major in CEPA’s
membership.
In addition to applying the skills they gained via CEPA at the institution,
participants expressed planning to apply their skills in their future employment. For
example, one participant shared that they planned to apply their skills in crisis
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intervention work. A few participants mentioned applying their skills in the field of
education. One participant spoke about applying their skills in an academic role or a
research role. Another participant spoke about implementing their skills into their future
teaching role, specifically their pedagogy. Furthermore, a few participants shared their
plan to apply the skills they gained in the nonprofit field. For example, one participant
spoke about using their skills in a director position of a nonprofit.
The ways in which participants described using the skills they gained via CEPA
can support them in progressive, democratic, civic engagement. For instance, participants
using their skills at UMass Amherst demonstrate how these skills can support participants
progressive, democratic, civic engagement throughout their co-curricular experience.
Equally important, the way participants plan to use in their future employment the skills
they gained, shows how these skills can support them to engage in progressive,
democratic, civic engagement as part of their careers.
Chapter Summary and Conclusion
In this chapter, I have reported findings for the four questions guiding the study.
The first research question asks what motivated participants to join CEPA. Findings
suggest that participants were motivated to join CEPA because of their perceived access
to the organizing campaigns, the opportunity to build community with like-minded peers,
address social problems, previous experience, and the opportunity to get paid for
organizing. The second research question asked what types of social justice activities
students participate in CEPA. The findings demonstrate that students participate in a
variety of trainings and organized actions that support participants in gaining specific
knowledge and skills. The third research question explored the types of knowledge and
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skills students gained through their involvement in CEPA. Findings indicate that students
gained knowledge about organizing, policy, the state legislature, issues of economic
inequality, and a variety of skill sets related to organizing, communication, and small
group facilitation as well. Students reported increased confidence resulting from their
knowledge and skill acquisition. Finally, the last research question inquired into how
students intend to apply the skills they gained. Students planned to apply their acquired
skills in other student organizations at UMass Amherst, in the academic majors, and in
their future employment. In the next chapter, I will discuss the main findings to the
research study.

208

CHAPTER 5
DISCUSSION
Introduction
When I embarked on this research study three and a half years ago, Donald
Trump was a year and half into his presidency. During its first year, the Trump
administration engaged in acts that were highly consequential. Some of these acts
included the implementation of the Muslim travel ban, withdrawing the U.S. from the
Paris Climate Deal, and ending the Deferred Action for Childhood Arrivals (DACA)
(Teague Beckwith, 2018). In his first year, Trump not only defended a group of White
nationalists, whose racist demonstration resulted in the death of a young woman but
called them “very fine people” (para. 10). As the first year of the Trump administration
unfolded, I grew concerned about what the future may hold for the nation. However,
although I had feelings of concern, I also had feelings of hope.
My feelings of hope were catalyzed by the grassroots activists who pushed back
against the consequential acts of the Trump administration. Some of these grassroots
activists include the Black Lives Matter Movement, the March for our Lives Movements,
the Dream Defenders, a group of Black and Brown youth activists focusing on building
power in their community, the NoDAPL (No Dakota Access PipeLine) grassroots
movement that challenged the construction of the Dakota Access Pipeline, and the
DREAMers, a grassroots movement focusing on tackling issues regarding immigration,
education, and citizenship. Most of all, I was inspired by how these movements were
being led by young people, many of them college students. Seeing the activism of the
grassroots movements challenging the Trump administration and being surrounded by the
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activism in my own university campus ignited in me the interest to explore how higher
education fosters students’ competencies to engage in civic responsibility, social
activism, and political dissent. This led me to explore the Center for Education Policy and
Advocacy (CEPA), a student organization that focuses on building grassroots power
movements with the goal of expanding the political consciousness of the campus by
training, educating, and mobilizing students around issues of education justice to shift the
dynamics of power and make concrete changes within higher education and beyond.
At the beginning of this research, I could never have foreseen the threats that our
democracy would face. The attacks on the U.S. Capitol, our electoral process, voting
rights, and now reproductive rights illuminate the fragility of our nation's civil discourse
and democratic institutions. This growing instability and seemingly hospitable
environment for autocracy makes this research even more relevant. The findings of this
study suggest that student organizations led by motivated students can provide pathways
for preparing college students for civic engagement and social justice advocacy, which is
certainly vital in our current socio-political context. In this chapter, I discuss the findings
of my study. The chapter is organized into five parts: (a) a summary of the findings, (b) a
discussion of the findings, (c) a discussion of the research implications, (d) the
implications for practice, and (e) a summary of the chapter. Next, I briefly present and
discuss the summary of the findings.
Summary of Findings
In Chapter 4 I presented the findings for each of the four questions guiding this
exploratory study. First, I explored the research question: “What motivates participants to
become and stay involved in co-curricular social justice advocacy activities?” To answer
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this question, I relied on participants’ responses to one of the open-ended survey
questions that asked them to explain what motivated them to join CEPA as well as
follow-up interviews with a subset of survey participants. Participants highlighted several
reasons for joining CEPA. Among these, the opportunity to become actively involved in
organizing was most frequently referenced. For example, students described being
motivated to join CEPA because of the perceived access to the organizing campaigns: the
Divestment Campaign, the Debt Free Future Campaign, and the Food Access Justice
Campaign. Students were also motivated to join CEPA to build community with likeminded peers. In describing their desire to join, they noted that CEPA created an
environment for students to engage with peers to address issues of inequality. Moreover,
the opportunity to apply to paid staff positions was also referenced as a motivator for the
students who wanted to engage in organizing and needed to work during the academic
year. Students shared that CEPA gave them the opportunity to engage in organizing and
earn a steady income while attending college.
The desire to address social problems was another reason that motivated students
to join CEPA. Students’ responses highlighted a strong desire to combat deep rooted
social problems. For example, students referenced wanting to address issues of economic
inequality, such as food insecurity on campus, climate change issues, such as fossil fuel
divestment, and racial injustice. The CEPA organizing campaign provided students the
opportunity to engage in addressing these issues. A third factor that motivated students to
join CEPA was previous experiences with activism during high school. These previous
experiences include addressing LGBTQ issues, and the issue of gun violence in schools,
lobbying, and political campaigning. Organizing for LGBTQ rights was a common
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thread across some students with previous organizing experience. Overall, students
described their previous experiences with civic engagement in a positive manner. These
positive experiences with their previous civic engagement activities most likely
encouraged students to continue to be civically engaged in college, which led them to
join CEPA.
The second research question explores, “What kinds of co-curricular social justice
advocacy activities do participants engage in during their involvement with CEPA?” I
based my analysis on participants’ responses on two quantitative survey questions as well
as the follow-up interviews. Two types of social justice advocacy activities emerged from
this analysis: (a) training sessions and (b) organizing actions. The training sessions
supported participants in gaining skills and knowledge required to actively participate in
CEPA’s organized actions. Guided by active learning pedagogies, such as simulations,
participants described learning from the way people in positions of power create
challenges for activists from organizing to how to work collaboratively to address these
challenges, which involved cognitive, emotional, and applied learning. Providing the
opportunity to learn about content knowledge about organizing, issues of inequality, and
self-knowledge about social identity-based concerns can be beneficial for student
activists because organizing can heighten an individual’s emotional response, particularly
when facing resistance from individuals and institutions as they try to advance change
regarding racial, gender, and/or economic issues. Furthermore, students noted that
training activities provided them with many opportunities to practice strategies to address
the challenges posed by people in positions of power and apply the skills acquired in the
training sessions in the organized actions that followed. Equally important, via their
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involvement in the organizing campaigns, students were able to engage in activism at the
local and state levels, and practice planning and implementing an organizing action with
limited time. It is important to note, however, that student staff seemed to benefit the
most from training sessions. They reported attending these sessions more frequently
compared to students in non-staff roles (as previously stated, staff members are paid).
More attendance at training sessions from the staff members could be because some of
them joined CEPA as general body members and then transitioned into staff members.
When responding to the surveys, staff members took into account both the training
sessions they attended as general body members and the ones attended in their staff role.
Another pattern is that students overall attended more training sessions that focused on
organizing in comparison to the other training sessions. This higher level of attendance
could be linked to students’ motivation to join CEPA due to the perceived access to
organizing opportunities.
The third research question asked, “In what ways do participants gain capacities
for progressive civic engagement when participating in co-curricular social justice
advocacy activities?” To answer this question, I relied on students’ responses to one
close-ended survey question and the follow-up interviews. The findings suggest that
students gained knowledge and acquired skills in several areas. Three knowledge areas
were most referenced by students: knowledge about organizing, knowledge about policy
and the state legislature, and knowledge about issues of economic inequality. In skill
acquisition, students reported gaining a wide range of skills that include organizing,
communication, and small group facilitation. Students reported gaining increased
confidence in the capacities acquired to support their involvement in progressive civic
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engagement. Increased knowledge about political organizing combined with strong
organizing and group facilitation skills eases the way for organized action in
collaboration with others and collective agency.
The last research question explored, “In what ways do participants envision
themselves in the future using capacities they gained from their co-curricular social
justice advocacy activities?” To answer this question, I relied on the follow-up
interviews. In this examination, I focused on how participants intended to use the skills
they gained via their CEPA participation. Findings suggest that students were already
applying the knowledge and skills gained outside and inside the classroom on campus
and were able to anticipate ways of doing so in their future employment. For example,
students described applying some of the knowledge and skills gained in other student
organizations either to help shift the culture of the organization or to encourage a more
progressive or strategic vision. For example, several students referenced relying on
CEPA’s strategy chart to help other student organizations be more strategic about their
plans. They also noted their effort to recruit students from STEM majors to become
involved in CEPA. Students also reported bringing the knowledge and skills gained in
CEPA to their academic majors and to the classroom when discussing racial or income
inequality issues. Furthermore, students also expressed that they anticipated applying
their skills in their future employment. For example, one student referenced using the
skills they gained in a research role, such as a think tank. Another student expressed that
they wanted to apply the skills they gained to crisis intervention work. A third student
shared that they wanted to apply their skills in a leadership position, such as the director
of non-profit organizations. These findings suggest that these students expressed

214

confidence about using the skills they gained in CEPA in future career activist positions,
which is one way to engage in progressive, democratic, civic engagement.
In this section I summarized the main findings of this study responding to the four
research questions. I briefly described the reasons that motivated participants to join
CEPA, the social justice advocacy activities participants engaged via their CEPA
involvement, the knowledge, and skills they gained via their participation, and how they
intend to apply the knowledge and skills they gained. In the next section, I highlight and
discuss two of the main findings of this exploratory study.
Discussion of Findings
In this section, I discuss two of the findings from this exploratory study that I
considered to be the most salient in light of the literature reviewed: a) the quality and
breadth of student activist preparation for progressive democratic civic engagement, and
b) the possibilities and challenges for progressive active learning pedagogies for
democratic civic engagement in higher education. I foreground these findings because
they contribute new ways of approaching progressive civic education in higher education
and the critical role students can take in leading such efforts. With the exception of the
literature on student activism as education, most of the literature reviewed focused on
undergraduate courses aimed at fostering knowledge, awareness, and skills for social
action engagement, whereas the program subject of this study is student-led and relies on
a comprehensive, multi-year curriculum, which integrates building knowledge,
awareness, and skill with rich opportunities to practice student organizing in real time.
These findings can help expand current approaches to civic education and re-imagine
what is possible. The findings can also help anticipate some of the possibilities and
challenges resulting from this type of educational activist efforts. Considering the
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fragility of our nation’s democracy, I was particularly excited about the possibilities
embedded in this student organization curricular practices as they illuminate possible
pathways for strengthening college students' civic preparation for a robust democracy in
higher education.
The Quality and Breadth of Student Activist Preparation
for Progressive, Democratic, Civic Engagement
In this section, I discuss the quality and breadth of the preparation carried by the
students involved in this organization aimed at preparing student activists for progressive,
democratic, civic engagement. As discussed in the first chapter of this dissertation,
progressive, democratic, civic engagement refers to practices that prepare and support
change agents in social activism, political dissent as well as civic responsibility.
Considering these goals, two components of students’ preparation are important to
highlight: a) the quality of the curriculum used to meet such goals and b) the use of a
peer-led active learning critical pedagogy.
The Multi-year Structure of the Curriculum
The curriculum structure of this student organization can be characterized as a
comprehensive, multi-year, progressive civic engagement learning sequence aimed at
addressing social justice issues ranging from access to affordable higher education to
restorative justice. This comprehensive curriculum incorporates a multi-level critical
analysis of social realities—the personal, the group, social systems, practice tools and
toolkits, and many opportunities for skill development and practice. The emphasis on
critical analysis of policies and practices and systems of power and privilege mirror
concepts and pedagogical tools used in critical pedagogy and social justice education
(Adams et al., 2016). The building of critical and practical capacities—knowledge,
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awareness, and skills—is sequenced over time. While most of the students participate in
many of the training sessions offered every year, new students prioritize learning about
how to work in groups and the impact identity has on organizing while returning students
focus on learning to facilitate and build coalitions. Some of the most salient features of
this curriculum is the emphasis on developing soft skills and social capacities needed to
lead diverse groups (e.g., social identity awareness, communication and feedback,
working in groups) with policy analysis training and the opportunity to participate in
political organizing in real time. Hence, the blending of capacity-building with political
campaigns aimed at addressing policy issues in real time, through a multi-year learning
sequence, constitutes a critical feature of this program. In so doing, the program leverages
the learning potential of active engaged learning for the individuals involved in this
student-run organization. In contrast to the educational efforts discussed in the review of
the literature, the multi-year quality of this program, and the varied opportunities it
provides for developing and using the capacities gained in training and organizing
actions, such as lobbying or organizing campaigns, like the Debt Free Future Campaign.
Another important feature of this multi-year curriculum concerns the emphasis
placed on how it scaffolds the learning process of student activists. Scaffolding is a
pedagogical method that breaks down a learning process into chunks. According to
Dorodchi et al. (2020), scaffolding is multidimensional, and therefore results in “a mix
and matching of diverse methods of activities and various configurations of similar forms
of activity” (para. 3) For instance, incoming students participate in training sessions that
provide the basic knowledge, awareness, and skills while providing returning students
with the opportunity to serve as mentors or peer educators during some of these training
activities. Hence, the multi-year curriculum sequences the building of competencies
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following a scaffolded learning process; first, students participate in training sessions to
develop basic competencies (e.g., social identity awareness, communication and feedback
and group work); second, they participate in the planning and implementation of
organizing actions, such as rallies/demonstrations, before becoming involved in
organizing campaigns. The tasks associated with organizing campaigns provide students
with new challenges and opportunities to apply and hone the capacities gained in various
training sessions in a real time and context. Hence, by enabling student activists to have
continuous opportunities to “learn by doing,” the scaffolded learning sequence supports
the active learning process to move from a “lower to higher challenge levels” (para. 1).
Certainly, one of the most salient features of the multi-year curriculum is the
integration of soft skills and social capacities to lead diverse groups (e.g., social identity
awareness, communication and feedback, working in groups) in the learning sequence
with policy analysis training and political organizing in real time. Hence, the blending of
capacity-building with active engagement in political campaigns aimed at addressing
policy issues in real time constitutes a critical feature of this program. In so doing, it
leverages the learning potential of active engaged learning for individuals involved in this
student-run organization. In contrast to the educational efforts discussed in the review of
the literature, the multi-year, scaffolded quality of the active learning sequence, enables
participants to use the capacities gained in training sessions in, organizing activities, such
as lobbying or campaigns, like the Debt Free Future Campaign.
In sum, student activists' preparation for progressive, democratic, civic
engagement can certainly benefit from multi-year curricular learning structures that
emphasize continuous “learning by doing,” which is an approach often used in adult
education and professional learning communities (Schoem, 2003). Findings in this study
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suggest the opportunity to engage in multi-year continuous learning leverages the
learning and amplifies the efficacy of campaigns implemented every year. Indeed, a
multi-year program minimizes the “reinvention of the wheel” while providing returning
students the role of mentoring and coaching new students into the organization practices.
This is important considering that issues of injustice take a significant amount of labor
and time to address/mitigate, especially when organizing campaigns take a significant
length of time and political savviness that can certainly be strengthened because of multiyear learning sequence. Therefore, student activists who can engage in a multi-year
organizing experience can benefit from a continuous learning experience that is sustained
over time. Furthermore, a multi-year learning structure that moves away from a semester,
or a two-semester structure, can ease the way for student activists to hone and apply their
capacities in a series of “learning by doing” cycles when confronted with policymakers,
for example, in real time.
Having the opportunity to implement newly acquired knowledge and skills in real
time is consistent with the body of literature focusing on critical service-learning. For
example, students enrolled in a critical service-learning course that focused on grassroots
citizenship, were able to gain knowledge about the history of domestic work in relation to
slavery and colonization, global geopolitics of migration, and feminist political theory,
and then applied this newly gained knowledge and skills when engaging in different
activities that supported the efforts to pass the California Domestic Workers Bill of
Rights (Mitchell & Coll, 2017). These activities included gathering stories for the
campaign, investigating important legislators, sharing their own testimonies to legislators
in worker-led delegations, and organizing educational and outreach activities (Mitchell &
Coll, 2017).

219

The organization's multi-year structure of the curriculum supports students in
building capacities, such as knowledge, awareness, and skills. Students' learning
experience is sequenced over time. First, students participate in the training sessions to
develop basic competencies, and then participate in the planning and implementation of
organizing actions. Furthermore, students can also apply and hone the capacities they
gain by engaging in the organizing campaigns. Next, I discuss the value of peer-led active
learning critical pedagogy.
The Value of a Peer-Led Active Learning Critical Pedagogy
Peer leadership and peer education are core features of this progressive civic
engagement program. Peer-led active learning pedagogy centers students and peer
education. This study suggests that student-centered pedagogy that relies heavily on peer
education can build capacity for social justice advocacy because students seem to
effectively learn when their peers are their teachers. Students lead the training sessions
and political campaigns. They rely on active learning and critical pedagogy to teach, for
example, soft skills and organizing as well as develop a critical understanding of policy
issues, such as access to affordable higher education. As noted in the review of the
literature, active learning is a student-centered pedagogical approach (Allsop et al., 2020)
that focuses less on the transmission of information and instead focuses more on
developing students’ capacities (Bonwell & Eison, 1991). CEPA’s emphasis on carefully
preparing student activists using a peer-led active learning critical pedagogy seems to
depart from how social justice education or civic engagement curricular and co-curricular
efforts prepare college students for social action. As noted in Chapter 2, most curricular
and co-curricular programs in social justice education, for example, emphasize social
action planning using cognitive organizers, such as “spheres of influence” or “action
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continuum,” to support students develop plans for action (Wilson et al. ) and do not
necessarily create opportunities for students to actually engage in social action, with the
exception of intergroup dialogue curricula (Zúñiga et al., 2007). This emphasis may
reflect faculty and staff preoccupation for stressing the development of critical thinking
of issues of inequality and skills that can support personal and interpersonal change at the
micro-level rather addressing local or policy level issues (Burrell Storms, 2014). In
contrast, this multi-year activist preparation program not only supports continuous
learning but also provides the opportunity for returning students to teach and mentor each
other when learning or practicing a specific skill, such as lobbying.
Research on service-learning and intergroup dialogue suggests that peer-led
facilitation allows students to access a challenging subject matter more comfortably
(Evans-Zepeda, 2018; Kaplowitz et al., 2018). Creating opportunities for students to learn
from their peers—chunking by collaboration—supports students’ learning experience in a
scaffolded, active learning curriculum (Dorodchi et al., 2020). Like other civic
engagement efforts described in the literature, this study suggests that peer education can
support capacity-building for progressive civic engagement. Peer education positions
learning as a “social process that is continuously shaped through interaction with others”
rather than just a cognitive process (Juedes, 2020, p. 83). The “face-to-face peer
education medium” establishes a concrete and formative foundation so that students are
able to develop the cognitive and affective skills they will use in an “increasingly
interactive, dynamic, and social world” (p. 83). Hence, peer-led efforts that are well
scaffolded can support students in gaining knowledge and skills for progressive civic
engagement.
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Equally important, a peer-led active learning critical pedagogy that emphasizes
learning by doing is able to amplify the impact of the experience for students and peer
educators. For instance, students engage in continuous learning by designing and
implementing the training curriculum they use to train their peers and by engaging in
different roles during their participation in organizing actions and campaigns. Some of
these roles include leading the organizing campaigns, promoting the campaign and
organizing actions, recruiting more students to join the campaigns, and developing the
marketing materials for the organizing campaigns and actions. Learning by engaging in
organizing campaigns and organizing actions seems to mirror the learning process
discussed in the literature focusing on critical service-learning and student activism as
education (Evans-Zepeda, 2018; Mitchell & Coll, 2017).
Given its emphasis on learning by doing, continuous application of learning is
also emphasized. Indeed, the findings suggest that it is important to create pathways for
students to practice applying the capacities they gained through multiple opportunities.
That is, student activists were able to practice the capacities gained through their
participation in organizing campaigns and organizing actions. Therefore, organizing
efforts serve as the site for practicing and peer learning. Similarly, the findings suggest
that having the opportunity to practice applying newly gained capacities multiple times in
a context of activism leads students to develop confidence to engage in social action.
Students can develop confidence because they have a transformative learning experience.
Transformative learning creates the foundation in insight and understanding that is
needed to learn how to engage in effective social action in a democracy (Mezirow, 2008)
These findings are consistent with Nagda et al. (2004) pre- and post-research
study that examined how learning about difference in an experiential, peer-led, intergroup
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dialogue undergraduate course can support students in developing confidence or “the
perceived ability to take action” (p. 291). Notably, the same finding is reported by Gurin
et al. (2013) in a post-post, multi-institutional study involving 52 undergraduate race and
gender intergroup dialogue courses using a similar experiential social justice education
pedagogy. Confidence can be understood as having self-efficacy, which Bandura (2000)
defined as believing in one’s capabilities to coordinate and implement the “courses of
action required to produce given levels of attainments” (pp. 16-17). Moreover, people’s
agency hinges in their perception of self-efficacy. Therefore, individuals must believe
they are able to produce desired outcomes through their actions to be motivated to act
(Bandura, 2000). Students’ perceptions of self-efficacy in taking action to address issues
of injustice, prejudice, and discrimination are important for progressive, democratic, civic
engagement. According to Bandura, when individuals perceive self-efficacy, they are
more willing to engage in higher stakes challenges and develop a more solid commitment
to meeting them.
The emphasis on practice seems to contribute to students developing valuable soft
skills for activism. Soft skills are non-technical competencies, such as communication,
problem-solving, and critical thinking skills (Stewart et al., 2016). Stewart et al. argued
that soft skills are “learned by doing them” (p. 277). The findings in this study suggests
that through their participation in trainings, students can gain soft skills, such as giving
and receiving feedback, facilitating meetings, working collaboratively, and
communicating with people in positions of power.
Furthermore, a peer-led critical pedagogy that emphasizes learning by doing can
integrate aspects of different active learning and social justice pedagogies. This
integration consists of a combination of a) experiential learning pedagogies that use
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simulation and emphasize learning by doing, b) social justice education and student
activism as education concepts, and c) methodologies to critically analyze social realities
and foster social justice praxis (Adams, 2016). The integration of the different aspects of
pedagogies results in a valuable peer-led active learning critical pedagogy.
In sum, a peer-led, active learning, critical pedagogy constitutes a valuable aspect
of the curriculum. A teaching-learning modality that integrates aspects of different active
learning and social justice pedagogies in an scaffolded learning sequence enhances the
experience of the students and their peer educators. Students are better able to grasp the
what (content) and the how (process) of what they are learning within a peer-led learning
educational setting. Peer-led learning experiences support students in developing
confidence, tangible knowledge, and soft skills for activism. In the next section I discuss
the possibilities and challenges of progressive active learning pedagogies for democratic
civic engagement.
Possibilities and Challenges of Progressive Active Learning Pedagogies for
Democratic Civic Engagement
In this section, I raise questions regarding the possibilities and challenges of
progressive active learning pedagogies for democratic civic engagement, the current
sociopolitical context and undergraduate education in colleges and universities. The
possibilities of progressive active learning pedagogies for democratic civic engagement
are discussed first, followed by a discussion of the challenges of progressive active
learning pedagogies for democratic civic engagement. Programs, like CEPA, can
certainly contribute to the civic preparation of undergraduate students to forge a more
robust democracy by preparing students to develop and hone their ability to lead the way
through intentional and sustained learning—curricular and co-curricular—programs to
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develop capacities that support them and their peers in building capacities for progressive
democratic civic engagement. Such an effort undoubtedly requires institutional support
and broader cross-campus and cross-institutions collaborations across student and
academic affairs units involving faculty, students, and professional staff. The findings
suggest that students from different majors could benefit from well-crafted programs, like
CEPA (for example, the community and social change major in the COE).
The findings also suggest challenges in the implementation of progressive active
learning pedagogies for democratic civic engagement. Engaging students outside of the
Social and Behavioral Sciences majors is a challenge. Research indicates that students in
STEM majors are least likely to engage in different forms of civic engagement (Bergom
& Ro, 2018; Garibay, 2015). Sustaining multi-year involvement of non-paid staff
members and securing funding to increase the number of paid staff and year-long paid
internships is another challenge.
Possibilities
In this section, I discuss the possibilities of progressive active learning pedagogies
for democratic civic engagement. Considering that fragile state of our nation’s
democracy, I find the possibility of progressive active learning pedagogies to contribute
to civic preparation for a robust democracy to be important.
Progressive active learning pedagogies can certainly contribute to prepare college
students to forge a robust democracy as our society is currently facing many challenges at
the local, state, and national levels. Preparing students who are skilled and confident to
engage in civic participation will benefit our communities, considering the large number
of individuals higher education institutions are able to reach. Just in the fall of 2020, there
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were 15.9 million undergraduate students enrolled in a higher education institution
(Hanson, 2022).
This exploratory study suggests it is possible to prepare students for progressive,
democratic, civic engagement through a well-crafted curriculum and peer-led, critical,
active learning pedagogy. To cease the erosion of our nation’s democracy, two types of
engaged citizens are needed. The first type needs to be a citizen who is civically engaged
in the traditional sense. Some of the characteristics of this citizen include voting in local,
state, and national elections; actively engaging in contacting government officials;
supporting local organizations, working in collaboration to address issues of public
concern, and attending marches focusing on social injustices. The second type of citizens
needed are career activists. These are individuals who choose careers that position them
in activist roles.
Legislators and politicians who use their positions and power to improve the
conditions of their constituents are one example of career activists. Senator Bernie
Sanders is an example of a politician who also is a career activist. Senator Sanders has
used his position to sponsor and co-sponsor legislation intended to improve the
conditions for the nation’s citizenry. For example, some of the most recent bills Senator
Sanders has sponsored include S.4365 Social Security Expansion Act (2022), S.4204
Medicare for All Act of 2022, and S.1218 Green New Deal for Public Housing Act
(2021). Moreover, professionals who use their profession as an avenue to a better society
(i.e., social workers, doctors, climate scientists) are another example of career activists.
Lastly, grassroots organizers are also career activists. Grassroots activists engage in
collective action to make change at the local level, regional, and national level. For
example, grassroots activist Stacey Abrams, the founder of Fair Fight, has been leading

226

the effort to increase voting participation in Georgia. Another important grassroots
activist to acknowledge is Varshini Prakash, CEPA alum, and founder of the Sunrise
Movement, a grassroots organization leading the national fight for climate justice.
Given that college students can support their peers in learning new content and
practice new skills and tools for social change when working collectively to address
social injustices, there is an immense value in the creation of pathways for students to
lead the way. Having consistent institutional support across multiple years from faculty
and student affairs professionals would support learning opportunities that center peer
education that develop student activist leaders and strengthen civic activists’ co-curricular
programs in higher education, such as CEPA. Student activists can be democratically
engaged leaders on their college campuses when they have consistent institutional
support that strengthens and fosters their activism. Historically, institutional support for
student activism in higher education has consisted of support from faculty members
(Chavez & Ramrakhiani, 2020). Support for student activism by student affairs
professionals (including administrators), however, has been limited. This limited support
could be because, unlike many faculty members who are tenured and, therefore, have job
security, student affairs professionals may be afraid of losing their jobs. Student activism
raises anxiety for administrators, however, there are times when student affairs
professionals view activism positively, given how the experience contributes to students’
citizenship development (Harrison & Mather, 2017).
Student affairs professionals can provide institutional support through the roles
they hold on their campuses. The findings in this study suggest that one way that student
affairs professionals can provide institutional support to student activists so they can lead
is by creating/sponsoring structured learning opportunities that center peer education/peer
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learning. Centering peer education/peer learning suggests that these structured learning
opportunities are developed and facilitated by student activists with the intention to
educate/train their peers to gain knowledge and skills about organizing. This study’s
findings suggest that student affairs professionals can provide institutional support to
students so they can lead by creating opportunities for student activists to create
community with like-minded peers who care about engaging in social justice
advocacy/organizing/creating change. For instance, student affairs professionals can
serve as “institutional champions” (Zúñiga et al., 2007, p. 85) for student activism on
college campuses. This championing can expand student activism on college campuses,
and perhaps help lessen institutional obstacles so that student activists can achieve their
goals. Research indicates that when student activists partner with student affairs
professionals, they can establish meaningful relationships (Chavez & Ramriakani, 2020).
With institutional support, students can empower each other to engage in social change.
Intentionality matters when it comes to preparing students for progressive
democratic civic engagement. Therefore, the curricula/program should be intentional
about scaffolding the acquisition of skills/knowledge, and the application of
skill/knowledge in real world contexts. This study’s findings suggest that a scaffolded
and sequenced learning experience/process supports students to gain capacities for
progressive, democratic, civic engagement by providing students with opportunities to
apply the knowledge and skills they gain. In this context, application refers to offering
students opportunities to engage in social justice advocacy by applying their knowledge
and skills gained in a real situation and in real time. My findings provide examples of the
types of social justice advocacy activities (i.e., lobbying, organizing campaigns,
demonstrations) students can engage with practice applying the knowledge and skills
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they gain in a real context. Ideally, students should have multiple opportunities to get to
practice applying the skills and knowledge they learned by addressing issues of injustice
within a real socio-political context rather than one that happens to be fictional/contrived.
Intentionally fostering genuine opportunities for students to interactively practice
multiple times applying the skills and knowledge they gain in a real context/real situation
enables students to become more comfortable moving from lower risk experiences to
higher risk experiences during their learning process. With multiple opportunities to
practice applying the skills and knowledge gained, students will be better prepared for
progressive, democratic, civic engagement.
In the preparation of students for progressive, democratic, civic engagement, the
curricula/program should explore ways to create opportunities for student activists to
engage in collaboration with student affairs units and student organizations. This study’s
findings indicate that students gain coalition-building skills through their participation in
structured one-on-one meetings in which they engage with their peers that are intended to
support/to practice relational organizing. These one-on-ones create a supportive structure
so that students can develop critical, deep, authentic connections with each other.
Research shows that building coalitions allows student activists to share resources, create
joint demands, build collective power, and care for one another (O’Connor). Coalitionbuilding emerged as a common strategy “deployed” by student activists (O’Connor,
p.168). One interview participant expressed that a challenge the organization faced was
its lack of diversity, which they were hoping to address by building a coalition with
student organizations composed of mostly students of color but that doing so was not so
easy because the relationship-building needed to be intentional so that the other
organization would not be tokenized.
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Challenges
Preparing and engaging college students outside of the Social and Behavioral
Sciences appears to be a challenge. The findings suggest that it is difficult to attract
students from STEM majors to participate in social justice advocacy activities in
comparison to students in other majors. This is an important obstacle to note. Research on
college students suggest that students in the STEM fields happen to be less civically
engaged than their peers. For instance, one study suggests that students in STEM majors
are least likely to vote and lack interest in other forms of civic engagement (Burgum &
Ro, 2018). Garibay (2015) explained the lack of civic engagement on the part of STEM
majors because the curriculum in use does not enable them to develop social agency
throughout their college experience in comparison to students in other majors.
The ability to support and sustain a multi-year involvement of a socially diverse
group of non-paid staff members in CEPA appears to be another challenge. In the context
of this study non-paid staff refers to general body members who do not get paid for their
activism, and paid staff accounts for the students who work in the organization and are
expected to fulfill different responsibilities, such as developing and implementing the
trainings intended for the general body members to gain capacities. Perhaps one of the
reasons it is difficult to sustain the multi-year involvement of non-paid staff is that
student involvement in a student activist organization requires quite a bit of dedication
and time commitment. It is also possible that students become busier in their third and
fourth year of college, and for this reason sustaining the same level of involvement over
two or more years might be challenging. Furthermore, it is plausible that some of these
general body members may also be student workers (outside of their CEPA involvement)
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and having that responsibility in addition to their academic responsibilities may make it
harder for these students to stay involved long-term. My study did not explore if the
general body members of the organization held jobs. Future research on student activist
organizations with a similar structure should inquire about general body members having
jobs during their activist engagement.
Another challenge concerns funding. Securing funding every year to sustain or
increase the number of paid staff and year-long paid internships in a student activist
organization can be challenging, particularly for a student organization. In this case, a
student organization of this nature is funded by their student governments who have
limited funds that have to be dispersed among various student groups. Since students
organizations are funded each academic year, funding may not always be consistent. This
can make it even more challenging to increase the number of paid staff and year-long
paid internships. In the context of this study, CEPA must apply every year for a fiscal
budget to fund their operations and programming. Furthermore, challenges to secure
funding to increase the number of paid staff and year-long paid internships may arise
depending on the political ideology of the students who make up such student
governments responsible for funding these student organizations. One can speculate that
a student government composed of students who lean more toward a conservative
political ideology may not be as eager to fund a student activist organization whose
actions and ideology leans more toward progressive change.
In this section I discussed the possibilities and challenges of progressive active
learning pedagogies for democratic civic engagement in undergraduate education in
colleges and universities. These possibilities include a) being able to forge a robust
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democracy, b) creating pathways for students to lead the way given their ability to
support their peers in learning new content and practice new skills and tool for social
change, c) student affairs professional sponsoring structured learning opportunities that
center peer education/learning, d) developing intentional scaffolded curriculum that
supports students in gaining capacities and provides students with multiple opportunities
to apply the capacities they gain, and e) exploring ways to sponsor opportunities for
student activists to collaborate with student affairs units and other student organizations.
Meanwhile, the challenge of progressive active learning pedagogies for democratic civic
engagement includes a) getting students involved among STEM majors, b) supporting
and sustaining multi-year involvement of a socially diverse group of non-paid staff
members, and c) securing funding every year to sustain or increase the number of paid
student staff and year-long paid internships. In the next section I discuss the questions
that my study raises.
Questions My Study Raises
Looking forward, my findings raise the following three questions:
1. Can a progressive civic engagement program similar to the program studied be
easily replicated in college campuses? Curricularly? Co-Curricularly? Studentled? Student-Faculty-led? Student-Staff-led? How else could this be done?
2. Who can participate in a multi-year program? For example, student interns or paid
staff? What are some possible ways to link efforts like this to specific
undergraduate majors or internship programs?
3. What type of institutional commitment and support (e.g., funding, in-kind
resources) is needed to provide students with this type of learning experience?
Faculty? Staff?
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Future Research Implications
During the process of designing and implementing this study, I have identified
several opportunities for future research that could expand the findings reported in this
study.
First, I would suggest exploring if there are other programs in higher education
that use a similar comprehensive curriculum to prepare students for progressive,
democratic, civic engagement similar to CEPA. For instance, future research could
undertake a comparative case study analysis of the curriculum and pedagogy in public
research 1 institutions. Questions might include: Where does the implementation of these
curricula take place? Inside or outside the classroom? What content and what active
learning pedagogies are emphasized? How is the learning and application sequenced?
Another possibility for future research concerns peer-led programs in higher
education institutions that support students’ capacity-building for progressive,
democratic, civic engagement. Researchers could explore how students at these other
programs are supported in gaining capacities to lead their peers and engage in activism.
Researchers could compare how these programs are different or similar from CEPA in
how it supports peer leadership development.
Third, researchers could explore the impact of multi-year and multi-issue programs in
higher education that focus on preparing college students for civic engagement that
combine different civic education practices. They may want to examine practices used at
other institutions' multi-year and multi-issue programs to prepare students for democratic
civic engagement. The researcher could also explore what types of opportunities these
programs provide students with, and how they can have a sustained learning experience.
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Fourth, future research could explore if and how other civic engagement programs
emphasize learning by doing. Researchers could explore what types of pathways these
programs use to create opportunities for applying the knowledge and skills they gained.
In what ways do these programs emphasize learning by doing? What methods are used?
Is peer education a vital component?
Fifth, researchers may want to identify and examine the measures civic
engagement programs utilize to assess the impact of a program, like CEPA, which is a
multi-year and multi-issue program. Researchers could also examine how other programs
are measuring their impact of a multi-year and multi-issue learning experience on
students' capacity-building for progressive, democratic, civic engagement.
Lastly, researchers could develop a longitudinal study to assess the long-term
impact of student participation in a program, like CEPA, across years and issues. A study
of this magnitude might be difficult but would allow for a more comprehensive
understanding of the long-term impact that progressive active learning pedagogies for
democratic civic engagement has on college students.
Implications for Practice
My study’s findings suggest four implications for practice.
First, explore the value of using a multi-year learning sequence that addresses a
range of social justice issues beyond a one- or two-semester learning experience.
Modeling after some of the pedagogical practices used by CEPA can contribute to
support college students in developing capacities for progressive democratic civic
engagement, such as through peer mentoring.
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Second, develop a program, like CEPA, to provide college students with
pathways connected to specific majors and/or professions that value civic engagement
competencies
Third, the use of a progressive, democratic, civic engagement learning sequence
could provide multiple opportunities for students to practice implementing the capacities
gained; for example, apply skills and knowledge about policy issues to “problemsolving” in real time in peer learning environment that contribute to developing both
confidence and competence.
A fourth implication for practice would be the value of integrating a range of civic
educational practices can contribute to prepare college students for progressive
democratic engagement. For example, develop a comprehensive curriculum that draws
and integrates from different practices in a well-crafted manner that connects to
community engagement.
In sum, the four implications would be engaging college students in multi-year
civic education learning opportunities rather than just one or two semesters of experience,
proving students with pathways in their majors and/or professions to practice employing
the skills they gained via their civic education experiences, provide students with
multiple opportunities to practice implementing the capacities they gained, integrating a
range of civic education practices to prepare students for progressive democratic
engagement.
Chapter Summary
In this chapter, I summarized the main findings of this study responding to the
four research questions: the reasons that motivated participants to join CEPA; the social
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justice advocacy activities in which participants engaged via their CEPA involvement;
the knowledge and skills they gained via their participation; and how they intend to apply
the knowledge and skills they gained. I highlighted and discussed two of the main
findings of this exploratory study: a) the quality and breadth of student activist
preparation for progressive democratic civic engagement, and b) the possibilities and
challenges for progressive active learning pedagogies for democratic civic engagement. I
concluded the chapter by presenting a set of implications for future research and practice.
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APPENDIX A
BOARD OF TRUSTEES STATEMENT OF UNIVERSITY GOVERNANCE
UMASS AMHERST, UMASS BOSTON, UMASS WORCESTER
Doc. T73-098
Passed by the BoT
4/4/73
Amended 4/2/75
Amended 6/1/88
Amended 2/3/93

I. TRUSTEE POLICY ON UNIVERSITY GOVERNANCE
A. ENDORSEMENT OF AAUP STATEMENTS ON GOVERNANCE
1. The Board of Trustees has all authority, responsibility, rights, privileges, powers
and duties of organization and government of the University of Massachusetts as
provided in Chapter 75 of the General Laws of the Commonwealth. Nothing in
the following statement shall be taken as contravening that authority or any
applicable federal or state law or regulation; anything contravening such
authority, law or regulation is void.
2. Nevertheless, as an established university discharges its obligations and
responsibilities to society by the advancement and dissemination of knowledge,
the variety and complexity of its tasks require and ensure the interdependence of
the governing board, the administration, the faculty, and the students, as well as
other groups. The Board of Trustees has long recognized this interdependence,
both among campuses within the system and among the various components
within a campus, and now formally adopts the principle of joint effort in
governing the University.
3. Joint effort in University governance will take a variety of forms depending on
the issue and the situation. The administrative officers or the Board may in some
instances propose recommendations for the consideration of the faculty and/or
students before taking final action. The faculty and/or students may in other
instances propose recommendations subject only to the endorsement of the
administration and the Board. In all instances, however, the principle of joint
effort requires that components within the University remain sensitive to the
interests of other components.
4. The Board of Trustees therefore endorses in principle the 1966 Statement on
Government of Colleges and Universities adopted by the American Association of
University Professors, the American Council of Education, and the Association of
Governing Boards of Universities and Colleges and the 1970 statement on
Student Participation in College and University Government formulated by the
three aforementioned organizations, insofar as both are consistent with this
Trustees’ Statement on University Governance. In endorsing these two
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statements, the Board, while retaining its ultimate legal authority in governing the
University, recognizes that the faculty, the students, and other groups within the
University have the right, the responsibility, and the privilege of advising on
policies affecting the University. The Board will ensure these rights,
responsibilities, and privileges through the various governing bodies--both
representative bodies such as senates and assemblies, and administrative bodies
such as departments, school, and colleges--established by its bylaws and other
actions.
B. PRIMARY RESPONSIBILITIES IN GOVERNANCE
1. The Board of Trustees recognizes that while it must exercise general authority
over the University, certain components of the University, such as the President’s
Office, the campus administrations, and the representative and administrative
governing bodies of the faculty and the students have, by virtue of interest,
training, and experience, a special concern and competence in certain areas.
Subject to precedents established by components on each campus and/or the
restraints and procedures specified in their constitutions, these components shall
have primary responsibility in their areas of special competence and concern.
Whenever the phrase “primary responsibility” appears in this statement, it shall
mean the capacity to initiate recommendations, after appropriate consultation, in
accordance with the procedures specified in section II. D below. Such
recommendations will be overruled only by written reasons stated in detail. While
it in no way is intended to contravene the authority and participation of the Board
of Trustees in governance, the following is a general statement of primary
responsibility in the major areas of University life.
2. ACADEMIC MATTERS: By virtue of its professional preparation and its central
concern with learning and teaching the faculty will exercise primary responsibility
in such academic matters as curriculum, subject matter and methods of
instruction, research, admissions, libraries, and other aspects of University life
which directly relate to the educational process. Students share this concern, and
they will be assured the opportunity of participating in developing academic
policies and in evaluating degrees, programs, and courses.
3. FACULTY STATUS: The faculty will have primary responsibility for matters of
faculty status, such as appointments, reappointments, promotions, tenure, and
salary adjustments. Students will also be assured the opportunity of participating
in the evaluation of a faculty member’s effectiveness.
4. STUDENT AFFAIRS: Students will have primary responsibility for services and
activities which are designed primarily to serve students or those which are
financed primarily by students, managing student political affairs and
organizational matters, and setting standards for student behavior, conduct, and
discipline.
5. PLANNING, DEVELOPMENT AND BUDGET: The President is responsible for
exerting educational leadership in the planning and development of the
University, both before the Board of Trustees and on the various campuses.
He/she shall coordinate the planning and development on the separate campuses,
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keep current a University master plan, and ensure that all appropriate components
of the University have the opportunity to make recommendations before planning
and development decisions are rendered. The President is also responsible for
coordinating, preparing, and presenting to the Board of Trustees the University’s
annual budget request. He/she shall represent the budget request approved by the
Board to the Governor and the General Court. The Chancellors are responsible for
coordinating, preparing, and presenting to the President budget requests from the
campuses. The President is responsible for continually improving the budget
process and developing a calendar which allows adequate time for consultation
and study by all interested components of the University.
II. RESPONSIBIITIES, DUTIES, FUNCTIONS, AND PROCEDURES OF THE
BOARD OF TRUSTEES, THE PRESIDENT, THE CAMPUS
ADMINISTRATORS, AND THE CAMPUS GOVERNING BODIES IN
UNIVERSITY GOVERNANCE
Consistent with Chapter 15A and pursuant to Chapter 75 of the General Laws of the
Commonwealth, the Board of Trustees may establish general policies governing the
University. The authority of the Board shall include, but is not limited to, the following
specific powers:
A. BOARD OF TRUSTEES
1. The Trustees will consider, upon the recommendation of the appropriate faculty
and student governing bodies and/or other appropriate groups, the academic plans,
personnel policies, and admissions policies of each campus and of the University
as a whole; plans for the establishment of new campuses, schools, institutes, and
colleges, and plans for the closing of already established units and programs.
2. The Trustees will consider, upon the recommendation of the appropriate
governing body(s), the establishment of degrees.
3. The Trustees will consider the budget requests of the University and the capital
outlay budget requests and major amendments thereto. In addition, they will
consider new student housing and other loan construction programs, accept gifts,
and approve service agreements, rental agreements, and leases. Further, they will
consider policies governing the solicitation of grants and research contracts.
4. The Trustees will appoint the President, the Chancellors, the Treasurer, and the
Secretary of the University, set their salaries, and periodically evaluate their
performance. When appointing the President, the Board will seek nominations
from a broadly representative search committee appointed by the Board. The
Board will determine the charge to and composition of the search committee after
seeking the recommendations of the appropriate campus governing body(s) and,
when appropriate, other components of the University. The Board will appoint
faculty and student representatives to the search committee upon nomination by
the appropriate governing body(s). When appointing a Chancellor, the Board will
seek nominations from a broadly representative search committee appointed by
the Chair of the Trustees in consultation with the President. The Chair will
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determine the charge to and composition of the search committee after seeking the
recommendations of the appropriate campus governing body(s) and, when
appropriate, other components of the University. The Board will appoint faculty
and student representatives to the search committee upon nomination by the
appropriate governing body(s). The President will recommend two or more
candidates to the Board.
5. The Trustees will consider long-range development and design plans for each
campus in relation to long-range academic plans and any major amendments to
these plans. They will approve consulting architects, landscape architects,
executive architects, and the designs for major campuses, consistent with the
authority vested in the Department of Capital Planning and Operations.
6. The Trustees will consider all policies concerning the University’s relationship
with local, state, and federal governments and all policies concerning public
information. In this regard the Board will consider policies concerning the
University relationship with other segments of higher education.
7. The Trustees will make the final selection of all honorary degree recipients and
will name all buildings and facilities.

B. PRESIDENT OF THE UNIVERISTY
1. The President is the principal academic and executive officer of the University.
He/she will exercise executive authority over the campuses comprising the
University subject to the direction of the Board of Trustees. He/she will serve as
chief spokesman and interpreter of the University and represent it to the general
public and its representatives.
2. The President will be responsible for presenting policy recommendations to the
Board of Trustees and ensuring that the campuses develop ways of implementing
Trustees’ policy. He/She will develop, coordinate, and keep current a master plan
of the University. He/She will be responsible for the coordination and preparation
of the annual budget request and its presentation to the Board of Trustees and to
the Governor and the General Court. He/she will also be responsible for the
allocation of the appropriated budget and all other funds.
3. The President will appoint, promote and grant salary adjustments to personnel in
the President’s Office. He/She will supervise the operations of the officers and
staff in the President’s Office.
4. The President will appoint the Vice Presidents with the concurrence of the Board
of Trustees.
5. The President will appoint members of the faculty to tenure with the concurrence
of the Board of Trustees.
6. The President will coordinate the work of all campuses of the University and
promote the general welfare of the university as a whole in its several parts.
He/she will ensure as much campus autonomy as possible commensurate with
achieving the central purposes of the University or fulfilling his/her duties as
specified herein. The President will establish and maintain an effective
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communications system with the University that allows for the prompt
identification of needs and problems and their analysis. In particular, the
President, in concert with the Chancellors, will ensure that all appropriate
components of the University have the opportunity to make recommendations
prior to the establishment of policy.
7. The President may refer for investigation and report any matter of institutional
concern to administrative staff, governing bodies, faculty, or students. The
channel for official communications between the President and the various
campus groups in such matter will be through the Chancellor.
C. CAMPUS CHANCELLOR
1. The Chancellor is the chief academic and executive officer of the campus. He/she
will exercise executive authority over the campus subject to the direction of the
President. He/she will be responsible to the President for administering the
various schools, colleges, divisions, departments, and other units on the campus.
2. In the formulation of policy the Chancellor will represent his/her campus to the
President and the Board of Trustees, and upon the adoption of policy he/she will
ensure its implementation on campus. He/she will develop, coordinate, and
present to the President immediate and long-range plans for the campus. The
Chancellor will also coordinate, prepare, and present to the President the annual
budget request of the campus and oversee campus expenditures.
3. The Chancellor will appoint the Vice Chancellors, the Provosts, and the Deans of
the campus upon delegation by the President, set their salaries, and periodically
evaluate their performance. When appointing a Vice Chancellor with line
responsibilities, a Provost, or a Dean, the Chancellor will seek nominations from a
broadly representative search committee. The Chancellor and the appropriate
governing body(s), representative and/or administrative, will mutually agree upon
the composition and the charge of the search committee. The Chancellor will
appoint faculty and student representatives to the search committee upon
nomination by the appropriate governing body(s).
4. The Chancellor will appoint, promote, and grant salary adjustments to
professional and nonprofessional personnel on campus.
5. The Chancellor will coordinate the work of the various units of the campus and
promote the general welfare of the campus as a whole and in its several parts.
He/she will ensure as much autonomy as possible to the various units of the
campus commensurate with achieving the central purposes of the campus and the
University as a whole or fulfilling his/her duties as specified herein. He/she will
assist the President in maintaining an effective communications system within the
campus that allows for the prompt identification of needs and problems and their
analysis. In particular, the Chancellor will assist the President in ensuring that all
appropriate components of the campus have the opportunity to make
recommendations prior to the establishment of policy.
6. The Chancellor may refer for investigation and report any matter of institutional
concern to administrative staff, governing bodies, faculty and students.
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D. CAMPUS GOVERNING BODIES
1. Faculty and students may be organized into governing bodies, such as senates and
assemblies, departments, schools, and colleges. The constitutions of the major
governing bodies must be approved by the Board of Trustees.
2. When appropriate, governing bodies shall have the privilege of recommending
policies and procedures affecting the campus and the University as a whole,
including, among others matters, academic matters, matters of faculty status, and
student affairs. Also when appropriate, governing bodies will have the privilege
of contributing to long-range planning, the preparation of the annual budget
request, and the allocation of available resources.
3. The Chancellor, the President, and the Board of Trustees may approve
recommendations from the campus representative governing bodies at any time.
Subject to precedents established by components of each campus and/or the
restraints and procedures specified in their constitutions, and in accordance with
the preceding statements of primary responsibility (Section I. B of this statement),
recommendations adopted by the campus representative governing bodies will
become policy unless (1) disapproved or sent back for reconsideration by the
Chancellor within twenty working days of receipt of notification from the
governing body; (2) disapproved, sent back for reconsideration, or deferred by the
President within twenty working days of receipt of notification of the
Chancellor’s approval or within twenty working days following the expiration of
the twenty working-day period for the Chancellor’s consideration; (3)
disapproved by the President during a special thirty-working-deferral period (if
the President chooses to defer his/her decision he/she will notify the governing
body; the deferral period will begin at the end of the President’s initial twentyworking-day period of consideration); (4) disapproved by the Board of Trustees
within these specified time limitations. The governing bodies will notify the
Chancellor, the President, and the Board of Trustees of their actions as soon as
possible after their adoption. Any matter not acted upon within seventy-workingdays of receipt of notification by the Chancellor of an action by a governing body
will be taken as approved by the Board of Trustees. When a recommendation is
disapproved, the governing body will receive written reasons in detail for the
adverse decision.
III.

IMPLENTATION
Provision for implementing the foregoing policies and procedures of University
governance shall be subject to the approval of the Board of Trustees

IV.

APPROVAL AND EVALUATION
The Board of Trustees reserves the right to alter, amend or revoke the foregoing
Statement on University Governance, in part or whole, at any time. The Board of
Trustees will review the foregoing policies and procedures every five years.
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APPENDIX B
EMAIL INVITATION
Email Invitation to Students
Email Subject: Student Experiences with Civic Engagement in College
Email Body:
Dear Student,
I am writing to ask for your help with an important online survey I am conducting of
students currently involved and previously involved with the Center for Education Policy
and Advocacy (CEPA). The purpose of this study is to understand the experience of
college students with civic engagement.

The online survey will take approximately 12 minutes. You may use a computer, laptop,
or cellphone to complete the survey.
As a token of appreciation, I am pleased to give you $5.00 gift card of your choice to the
Haymarket Cafe, the Black Sheep, Cushman Café, regardless of your choice to complete
the survey or not. You can pick up your gift card at the CEPA office.
This survey is confidential. Your responses will not be linked to your name or email in
any reports of the data. Your participation is completely voluntary. Please note: even
once you start the survey, you may stop at any time, without any consequence to you.
Participating in this survey will not impact your standing in the Center for Education
Policy and Advocacy.
Follow this link to the Survey: Survey Link
Or copy and paste URL below into your internet browser.
This study was reviewed and approved by the UMass Institutional Review Board
(IRB#XXXX-XXXX). If you have any questions about your rights as a participant in this
study, you may contact them at 413-545-3428 or email humansubjects@ora.umass.edu
I truly appreciate you taking the time from your academic studies and other commitments
to complete this survey. I am happy to answer any questions you may have about this
study. You can reach me via email at mvaldivi@umass.edu.
Sincerely,
Marjorie Valdivia
PhD Candidate
Social Justice Education Concentration
Department of Student Development
College Education, University of Massachusetts Amherst
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APPENDIX C
VERBAL INVITATION
Hi,
My name is Marjorie Valdivia, and I am a PhD student at the University of
Massachusetts Amherst. I’m here to ask for your help with an important online survey I
am conducting to learn about the experience of college students with civic engagement. I
am hoping to conduct this online survey with students who are currently involved and
with those with previous experience with CEPA. The online survey will take
approximately 12 minutes.
As a token of appreciation, I am pleased to give you a $5.00 gift card of your choice to
the Haymarket Cafe, the Black Sheep, Cushman Café, regardless of your choice to
complete the survey or not.
This survey is confidential. Your answers will not be linked to your name or email in any
reports of the data. Your participation is completely voluntary, and you do not have to
participate if you do not want to. Please note: even once you start the survey, you may
stop at any time, without any consequence to you. Participating in this survey will not
impact your standing in the Center for Education Policy and Advocacy. You will receive
an email from the CEPA director with an invitation to complete the survey. The email
will include the link to the survey.
I truly appreciate you taking to complete this survey. I am happy to answer any questions
you may have about this study. You can reach me via email at mvaldivi@umass.edu.
This study was reviewed and approved by the UMass Institutional Review Board
(IRB#XXXX-XXXX). If you have any questions about your rights as a participant in this
study, you may contact them at 413-545-3428 or email humansubjects@ora.umass.edu
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APPENDIX D
REMINDER EMAIL INVITATION
Email Invitation to Students
Email Subject: Student Experiences in Civic Engagement in College
Email Body:
Dear Student,
This message is a reminder that I am seeking your participation in an important online
survey I am conducting with students currently involved and previously involved with the
Center for Education Policy and Advocacy (CEPA). The purpose of this study is to
understand the experience of college students with civic engagement.
The online survey will take approximately 12 minutes. You may use a computer, laptop,
or cellphone to complete the survey.
As a token of appreciation, I am pleased to give you $5.00 gift card of your choice to the
Haymarket Cafe, the Black Sheep, Cushman Café, regardless of your choice to complete
the survey or not. You can pick up your gift card at the CEPA office.
This survey is confidential. Your responses will not be linked to your name or email in
any reports of the data. Your participation is completely voluntary. Please note: even
once you start the survey, you may stop at any time, without any consequence to you.
Participating in this survey will not impact your standing in the Center for Education
Policy and Advocacy.
Follow this link to the Survey: Survey Link
Or copy and paste URL below into your internet browser.
This study was reviewed and approved by the UMass Institutional Review Board
(IRB#XXXX-XXXX). If you have any questions about your rights as a participant in this
study, you may contact them at 413-545-3428 or email humansubjects@ora.umass.edu
I truly appreciate you taking the time for your academic studies and other commitments
to complete this survey. I am happy to answer any questions you may have about this
study. You can reach me via email at mvaldivi@umass.edu.
Sincerely,
Marjorie Valdivia
PhD Candidate
Social Justice Education Concentration
Department of Student Development
College Education
University of Massachusetts Amherst
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APPENDIX E
FOLLOW-UP INTERVIEW—EMAIL INVITATION
Email Invitation to Students
Email Subject: Student Experiences with Civic Engagement in College—Follow-Up
Interviews
Email Body:
Dear (Insert First Name)
Greetings! I hope this email finds you well. I am writing because you recently completed
the survey, Student Experiences with Civic Engagement in College. In the survey you
responded that you would be willing to participate in a follow-up interview.
I would like to set up a time to meet with you to conduct a follow-up interview. The
follow-up interview will be 45 to 60 minutes long, will be digitally audio-recorded, and
will take place at a private and secure location.
As a token of appreciation, you will receive a $25.00 gift card to the local bookstore,
Broadside Bookshop, prior to the start of the follow-up interview.
The follow-up interview is confidential. Your responses will not be linked to your name
or email in any reports of the data. Your participation is completely voluntary. Please
note: even once you start the follow-up interview, you may stop at any time, without any
consequence to you. Participating in this follow-up interview will not impact your
standing in the Center for Education Policy and Advocacy.
This study was reviewed and approved by the UMass Institutional Review Board
(IRB#XXXX-XXXX). If you have any questions about your rights as a participant in this
study, you may contact them at 413-545-3428 or email humansubjects@ora.umass.edu
I truly appreciate you taking the time for your academic studies and other commitments
to participate in a follow-up interview. I am happy to answer any questions you may have
about this study. You can reach me via email at mvaldivi@umass.edu.
Sincerely,
Marjorie Valdivia
PhD Candidate
Social Justice Education Concentration
Department of Student Development
College Education
University of Massachusetts Amherst

246

APPENDIX F
INFORMED CONSENT FORM FOR FOLLOW-UP SEMI-STRUCTURED
INTERVIEWS
Consent Form for Participation in a Research Study
University of Massachusetts Amherst

Researcher(s):

Study Title:

Faculty Sponsor: Ximena Zúñiga Ph.D.
Primary Student Researcher: Marjorie Valdivia
Student Experiences with Civic Engagement in College

1. What is this form?
This form is called a Consent Form. It will give you information about the study so you
can make an informed decision about participation in this research.

2. WHO IS ELIGIBLE TO PARTICIPATE?
You are eligible to participate in this research study if you meet the following criteria.
1) You are currently involved with the Center for Education Policy and Advocacy
(CEPA) or;
2) You were previously involved with the Center for Education Policy and
Advocacy (CEPA)
3) You are 18 +

3. WHAT IS THE PURPOSE OF THIS STUDY?
The main purpose of this research is to understand the experience of college students with
civic engagement.

4. WHERE WILL THE STUDY TAKE PLACE AND HOW LONG WILL IT
LAST?
This phase of the research study is composed of follow-up semi-structured in-person
interviews. The follow-up in-person interviews for this study will take place at a mutually
agreed upon location between the researcher and yourself. The interview will take
approximately 45 to 60 minutes.
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5. WHAT WILL I BE ASKED TO DO?
The follow up semi-structured in person interview is intended to explore with more depth
your CEPA experience.
You may skip any question you feel uncomfortable answering during the survey as well
as during the interview.
Below are examples of the questions in the interview protocol.
1. Tell me about how you became motivated to join CEPA?
2. How might your social identities impact your role in CEPA?
The interviews will be digitally audio-recorded and will take place in an agreed location
between the researcher and participant.

6. What are my benefits of being in this study?
There are not direct benefits to participants. There are, however, a number of indirect
benefits for participating in this study. These indirect benefits include the chance to
reflect on your experiences of your involvement with CEPA and the opportunity to take
part in a study that will contribute to the scholarship focusing on the experience of
college students with civic engagement.

7. WHAT are my RISKS of being in THIS STUDY?
As with any research, there are some potential risks, including feelings of vulnerability or
emotional reactions. As a participant, you will receive contact names and numbers of
counseling providers if there is a need to process any feelings of discomfort resulting
from your participation in this study.

8. How will my personal information be protected?
The following procedures will be used to protect the confidentiality of the study records.
Study records include contact information and completed surveys. The researcher will keep
all study records, including any codes to your data, in a secure file hosted on Box, an online
storage program approved by the University of Massachusetts Amherst.
Research records will be labeled with a code. A master key that links names and codes will
be maintained in a separate and secure location. The master key and digital audio-recordings
will be destroyed six years after the close of the study. All electronic files, including
interview digital audio-files, coding databases, and electronic interview transcript
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documents containing identifiable information will be encrypted and password protected
and stored in Box.
Transcriptions of audio-files will occur in a private and secure location. All participants will
be asked to select a pseudonym for themselves. If participants do not select a pseudonym,
I will assign a pseudonym for the participant. Participants’ personal information will not
be linked to the audio-files and transcripts.
The consent form will be kept in a locked file cabinet. Only the researcher will have
access to the key for the locked file cabinet.
At the conclusion of this study, the researcher may publish their findings. Information will
be presented in direct quotes or summary format, and you will not be identified in any
publications or presentations.

9. WILL I RECEIVE ANY PAYMENT FOR TAKING PART IN THE STUDY?

You will receive a $25.00 gift card to Broadside Bookstore as a token of appreciation for
your participation at the start of the follow up interview.

10. WHAT IF I HAVE QUESTIONS?
Take as long as you like before you make a decision. I will be happy to answer any
questions you have about this study. If you have further questions about this project or if
you have a research-related problem, you may contact Marjorie Valdivia, the main
researcher at 914-629-8074. Also, if you have any questions regarding this study, you
may also contact my faculty advisor, Professor Dr. Ximena Zuñiga at (413) 545-0918,
xzuniga@educ.umass.edu. If you would like to speak to someone who is not directly
connected to the research, or if you have any questions concerning your rights as a
research participant, you may contact the University of Massachusetts Amherst Human
Research Protection Office (HRPO) at (413) 545-3428 or
humansubjects@ora.umass.edu.

11. CAN I STOP BEING IN THE STUDY?
You do not have to be in this study if you do not want to. If you agree to be in the study, but
later change your mind, you may drop out at any time. There are no penalties or
consequences of any kind if you decide that you do not want to participate. You have the
right to refuse to answer any question or terminate your participation in the follow-up
interview at any time with no penalty or detriment to yourself. You have the right to
request a summary of the findings. Your participation in this study will not impact
your employment or involvement with CEPA.
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12.WHAT IF I AM INJURED?
The University of Massachusetts does not have a program for compensating subjects for
injury or complications related to human subjects research, but the study personnel will
assist you in getting treatment.

13. SUBJECT STATEMENT OF VOLUNTARY CONSENT
When signing this form, I am agreeing to voluntarily enter this study. I have had a chance
to read this consent form, and it was explained to me in a language that I use and
understand. I have had the opportunity to ask questions and have received satisfactory
answers. I understand that I can withdraw at any time. A copy of this signed informed
consent form has been given to me.
____ I agree to the audio-recording
____ I do not agree to the audio-recording
____ I agree to direct quotes being used from the interview
____ I do not agree to direct quotes being used from the interview

________________________
__________
Participant Signature:

____________________
Print Name:

Date:

By signing below, I indicate that the participant has read and, to the best of my
knowledge, understands the details contained in this document and has been given a
copy.
_________________________
Signature of Person

____________________
Print Name:
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__________
Date:

APPENDIX G
STUDENT EXPERIENCES WITH CIVIC ENGAGEMENT IN COLLEGE
Student Experiences in Civic Engagement in College Online Survey Consent Form
I invite you to participate in a research study titled “Student Experiences with Civic
Engagement in college”. You were selected to participate because you are currently or
were previously involved with the Center for Education Policy and Advocacy (CEPA).
The purpose of this study is to understand the experience of college students with civic
engagement.

If you agree to take this survey, you will be invited to participate in an optional follow-up
45-60 minute interview. You may not directly benefit from this study; however, I hope
your participation may provide you with an opportunity to reflect on your experiences of
your involvement with CEPA and the opportunity to take part in a study that will
contribute to better understand the impact of civic engagement on college students. There
are no known risks associated with this research study; however, as with any onlinerelated activity, the risk of breach of confidentiality is always possible. Your responses to
the survey questions will remain confidential.
All Survey data collected, and consent forms will be securely stored in UMass Box an
online storage program approved by the University of Massachusetts Amherst.

This survey takes approximately 12 minutes to complete. You are free to skip any
question that you choose. If you have questions about this project, you may contact the
primary investigator, Marjorie Valdivia, at mvaldivi@umass.edu or the faculty sponsor
Dr. Ximena Zuñiga at (413) 545-0918, xzuniga@educ.umass.edu. If you have any
questions concerning your rights as a research participant, you may contact the
University of Massachusetts Amherst Human Research Protection (HRPO) at (413) 5453428 or humansubjects@ora.umass.edu. By clicking “I agree” below you are indicating
that you are at least 18 years old, have read and understood this consent form and agree to
participate in this research study. Please download a copy of this page for your records.
I am at least 18 years old, read and understood the consent form, and agree to participate
in this survey.
● Agree
● Disagree
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Resources Handout
University Health Services
413-577-5000
Center for Counseling and Psychological Health
413-545-0333 or 413-545-2337
415 New Africa House http://www.umass.edu/counseling/
Everywoman’s Center
413-545-0883
New Africa House http://ww.umass.edu/ewc/
Men and Masculinities Center
(413) 577-4MEN (4636)
120 Thoreau, Southwest Residential Area
Stonewall Center
A GLBTQ Resource Center
413-545-4824
1st floor of Crampton House http://www.umass.edu/stonewall/
Disability Services
413-545-0892
161 Whitmore http://www.umass.edu/disability/
Center for Multicultural Advancement and Student Success (CMASS)
413-545-2517
Wilder Hall, 221 Stockbridge Rd http://www.umass.edu/multiculturalaffairs/
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APPENDIX H
SURVEY INSTRUMENT
Student Experiences with Civic Engagement in College
Student Experiences in Civic Engagement in College Online Survey Consent Form
I invite you to participate in a research study titled “Student Experiences with Civic
Engagement in College.” You were selected to participate because you are currently or
were previously involved with the Center for Education Policy and Advocacy (CEPA).
The purpose of this study is to understand the experience of college students with civic
engagement.

If you agree to take this survey, you will be invited to participate in an optional follow-up
45-60 minute interview. You may not directly benefit from this study; however, I hope
your participation may provide you with an opportunity to reflect on your experiences of
your involvement with CEPA and the opportunity to take part in a study that will
contribute to better understand the impact of civic engagement on college students. There
are no known risks associated with this research study; however, as with any onlinerelated activity, the risk of breach of confidentiality is always possible. Your responses to
the survey questions will remain confidential.

All Survey data collected, and consent forms will be securely stored in UMass Box an
online storage program approved by the University of Massachusetts Amherst.

This survey takes approximately 12 minutes to complete. You are free to skip any
question that you choose. If you have questions about this project, you may contact the
primary investigator, Marjorie Valdivia, at mvaldivi@umass.edu or the faculty sponsor
Dr. Ximena Zuñiga at (413) 545-0918, xzuniga@educ.umass.edu. If you have any
questions concerning your rights as a research participant, you may contact the
University of Massachusetts Amherst Human Research Protection (HRPO) at (413) 5453428 or humansubjects@ora.umass.edu. By clicking “I agree” below you are indicating
that you are at least 18 years old, have read and understood this consent form and agree to
participate in this research study. Please download a copy of this page for your records.
I am at least 18 years old, read and understood the consent form, and agree to participate
in this survey.
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● Agree
● Disagree

Student Experiences with Civic Engagement in College
Welcome/Introduction
Thank you for participating in this survey. Your survey responses will be valuable in
helping gain an understanding of the experience of college students with civic
engagement.
This survey should take approximately 12 minutes of your time. If you are interrupted
while taking the survey and need to close your browser, you may click on the survey link
again and pick up right where you left off. I hope to complete optional follow-up
interviews with selected volunteers in the next two months.
Thank you,
Marjorie Valdivia

Survey Questions
Part I: Involvement in CEPA
The questions in this section ask about your general involvement in CEPA.
1.

How did you first learn about CEPA?
● I attended a CEPA event
● I observed a CEPA organizing and advocacy event/I witnessed CEPA in action
● At the RSO Expo
● From a friend
● Campus Pulse
● Tabling at the Campus Center
● Other (Please Describe):
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2.

What is your position in CEPA? (Please select one)
● New general body member
● Returning general body member
● Student Staff
● Intern
● Previous active member, intern, and or staff

3.

What motivated you to join CEPA? Please describe what influenced you most.

4.

For how many semesters have you been involved in CEPA? (Skip logic)
● Less than one semester
● 1 Semester
● 2 Semesters
● 3 Semesters
● 4 or more Semesters

5. Since becoming a student at UMass Amherst, how often have you:
Response Categories: Very Often, Often, Sometimes, Seldom, Never
Discussed politics
Very Often

Often

Sometimes

Seldom

Never

Demonstrated for a cause (e.g., boycott, rally, protest)
Very Often

Often

Sometimes

Seldom

Never

Attended events focused on social justice advocacy (Amended from 2017-2018 DLE)

255

Very Often

Often

Sometimes

Seldom

Never

Part II: Participation in CEPA Activities
The questions in this section ask about your participation in specific CEPA activities (e.g.
campaigns, trainings).
6. In which of the following CEPA organizing campaigns have you participated?
(Select all that apply.) (Skip logic)

● Divest Campaign
● Restorative Justice Campaign
● Food Access and Justice Campaign
● Affordable Higher Ed Campaign
● Other (Please Describe)

7.

In which CEPA organizing actions? (Select all that apply.) (Skip Logic)
● We can’t celebrate if we can’t eat
● Amending the Code of Student Conduct
● Educating the campus community about the Dream Act (Development, Relief,
and
Education for Alien Minors)
● Organizing Lobby Day
● Attending Lobby Day
● Other (Please describe)

8.

What type of roles did you have in the CEPA campaigns that you have

participated in? (Check all that apply) (Skip Logic)
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9.

•

Led the campaign

•

Recruited other students to join the campaign

•

Promoted the campaign to other students

•

Developed marketing materials for the campaign

•

Facilitated teachings about the campaign

•

Other (Please Describe):

Please list any conferences you have attended during your involvement in

CEPA.

10.

CEPA offers trainings on a broad range of topics. Some of these trainings

happen to be incorporated in the general body meetings. Please check all the CEPA
trainings you have attended.
Organizing
● Sowing the Seeds of Justice – Student Organizing Weekend
● Coalitions: "The Key to Campaign Success"
● Facilitation
● Recruitment
● Other (Please describe)
Working Effectively in Groups (Skip Logic)
● Conflict Resolution
● Community Agreements: The Foundation of Effective Teams
● Setting Goals as Individuals and Teams
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● Giving and Receiving Feedback
● Other (Please Describe):
Impact of Identity on Organizing (Skip Logic)
● Identity Strands
● The Politics of Listening
● Story of Self
● Community Culture
● Other (Please Describe):

11. Did you participate in the Refugee Rights Alternative Spring Break? (Skip
Logic)
•

Yes

•

No

12. Did you participate in the Mass Incarceration Alternative Spring Break? (Skip
Logic)
● Yes
● No
13. How much has your involvement with CEPA contributed to your learning in the
following areas?
Distinguish those problems that can best be resolved through social/political action
Very much

Quite a bit

Some

Very little

Identifying the appropriate mechanisms and avenues for addressing these problems
Very much

Quite a bit

Some

Very little

Seeking out and joining with potential allies
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Very much

Quite a bit

Some

Very little

With allies, lobbying legislators and other policy makers
Very much

Quite a bit

Some

Very little

Part III: Action
The next three questions ask about different actions that people can take when addressing
social issues.

14. Since becoming a student at UMass Amherst have you
Attended a racial/cultural awareness workshop

Yes

No

Had a leadership position in an organization

Yes

No

Voted in a
National

Election

Yes

State Election

Yes

No

Local election

Yes

No

Leadership training

Yes

No

Student government

Yes

No

No

Participated in:

15. People can take a variety of actions to address issues of prejudice,
discrimination, and injustices. Listed below are different actions. How confident are
you in your ability to do each of the following?

Recognize the biases that affect my own thinking
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Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Avoid using language that reinforces oppression
Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Challenge other people when they behave in biased or discriminatory ways
Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Reinforce others for behaviors that support social justice advocacy
Very Confident

Somewhat Confident

Not too Confident

Not at

all Confident
Make efforts to educate myself about other groups
Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Make efforts to get to know people from diverse backgrounds
Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Get together with others to challenge issues of economic inequality that impact UMass
students
Very Confident

Somewhat Confident

Not too Confident

Not at all Confident
Participate in a coalition of different groups to address some social issues.
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Very Confident

Somewhat Confident

Not too Confident

Not at

all Confident
Part VI: Background Information
The last few questions ask about background information (e.g., major, gender identity,
etc.).
This information allows us to compare differences, if any, among aggregate groups.
16. What is your major?
17. What is your academic year?
● First Year Student
● Second Year Student
● Third Year Student
● Fourth Year Student
● Other (Please specify)

18. What is your gender identity?
● Genderqueer
● Man
● Transgender
● Woman
● Not listed, please specify
● I prefer not to respond
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19. Do you consider yourself a person of color?
● Yes
● No
● I prefer not to respond
20. Please describe what your parent (s)/guardian/(s) do for work?
21. Are you the first person in your immediate family to go to college?
22. Are you willing to participate in a follow-up face to face interview to talk about
your experience with CEPA, advocacy, and civic engagement?
● Yes
● No
23. How would you prefer to be contacted by the researcher, Marjorie Valdivia,
regarding your follow-up interview?
● Phone
○ Please specify a preferred phone number to contact you regarding
your follow-up interview.
● Email
○ Please specify preferred email to contact you regarding your followup interview.

You have completed the survey. Thank you for participating.
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APPENDIX I
INTERVIEW PROTOCOL

1. Warming Up Question
● What is it like/What was it like to be a part of CEPA?
• What excites you about participating in CEPA?
2. Context for CEPA involvement
● Can you share a story that describes your involvement in CEPA?
● What experiences propelled you to join CEPA?
• Personal (e.g., friends. Mentor)
• Social? (e.g., Class status)
• Academic? (e.g., course work)
• Activism/organizing activities for social justice?
3. Activism
● What does activism for social justice mean to you?
• Why is it important for you to engage in activism for social justice?
• How do you see this form of activism connected to social justice advocacy?
● Is there any person in your life who has influenced you/influences you to engage
in activism?
• Tell me about this person and how they have influenced/influence you?
• Can you give an illustrative example?
4.

CEPA involvement

● How does your current (or past) involvement in CEPA help you understand issues
of inequality?
• In general? For example?
• Economic inequality? For example?
• In what way does your own class identity influence your understanding of the
issues at stake?
• How does your own class identity influence the roles you take in CEPA?
•

What challenges have you experienced during your involvement in CEPA?
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•

•

Are you a part of any other activist groups at UMass?
o Are there any connections between your experience in these other groups
and your experience in CEPA?
o How might your experience in these group/s differ from your CEPA
experience?
How does your previous involvement in CEPA support the organizing work you
are currently doing (for previous members)?

5. Looking back/Looking forward
•

•

As you look back to your involvement with CEPA, what would you say you have
gained from being involved in CEPA? (ex. Skills, knowledge, resources, allies,
etc.)
o Can you give 1-2 illustrative examples?
What do you hope to do with what you have gained from your involvement with
CEPA?
o How do you plan to apply what you have learned through your
involvement in CEPA?
▪ At UMASS? Can you give 1-2 illustrative examples
▪ After you graduate from UMASS? Can you give 1-2 illustrative
example
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APPENDIX J
TABLE WITH RESEARCH QUESTIONS

Research Question
What motivates participants to
become involved and stay involved
in co-curricular social justice
advocacy?

Survey Questions
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How did you first learn about CEPA?
● I attended a CEPA event
● I observed a CEPA organizing and
advocacy event/I witness CEPA in
action
● At the RSO Expo
● From a friend
● Campus Pulse
● Tabling at the Campus Center
● Other (Please Describe):
What is your position in CEPA? (Please
select one)
• New general body member
• Returning general body member
• Student Staff
• Intern
• Previous active member, intern, and or
staff

What motivated you to join CEPA? Please
describe what influenced you most.

Interview Questions
Warming Up Question
•

What excites you about
participating in CEPA?

Context for CEPA involvement
● Can you share a story that describes
your involvement in CEPA?
● What experiences propelled you to
join CEPA?
• Personal (e.g., friends.
Mentor)
• Social? (e.g., Class status)
• Academic? (e.g., course
work)
• Activism/organizing
activities for social justice?
Activism

For how many academic semesters have you
been involved in CEPA?
● Less than one semester
● 1 Semester
● 2 Semesters
● 3 Semesters
● 4 or more Semesters

● What does organizing for social
justice advocacy mean to you?
• Why is it important for you to
engage in activism for social
justice?
• Why do you think inequality exists?
- In general?
- Economic inequality?
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Since becoming a student at UMass Amherst,
how often have you:
Response Categories: Very Often, Often,
Sometimes, Seldom, Never
Discussed politics
Very Often
Often Sometimes Seldom
Never
Demonstrated for a cause (e.g., boycott, rally,
protest)
Very Often
Often Sometimes Seldom
Never
Attended events focused on social justice
advocacy (Amended from 2017-2018 DLE)
Very Often
Often Sometimes Seldom
Never

What kinds of co-curricular social
justice activities advocacy activities

Since becoming a student at UMass Amherst
have you

CEPA Involvement

do participants participate in during
their CEPA involvement?

267

Attended a racial/cultural awareness workshop
Yes
No
Had a leadership position in an organization
Yes
No
Voted in a
National
Election
Yes
No
State Election
Yes
No
Local election
Yes
No
Participated in:
Leadership training
Yes
No
Student government
Yes
No
People can take a variety of actions to
address issues of prejudice, discrimination
and injustices. Listed below are different
actions. How confident are you in your
ability to do each of the following?
Recognize the biases that affect my own
thinking
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
Avoid using language that reinforces
oppression

● How does your current (or past)
involvement in CEPA help you
understand issues of inequality?
• In general? For example?
• Economic inequality? For example?
• In what way does your own class
identity influence your
understanding of the issues at
stake?
• How does your own class
identity influence the roles
you take in CEPA?
• How does the intersection of
your class identity with our
other social identities
influence the roles that you
take in CEPA (e.g. race,
gender)?
● What challenges have you
experienced during your
involvement in CEPA?
● (For previous members) How does
your previous involvement in

Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
Challenge other people when they behave in
biased or discriminatory ways
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
Reinforce others for behaviors that support
social justice advocacy
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
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Make efforts to educate myself about other
groups
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
Make efforts to get to know people from
diverse backgrounds
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident

CEPA support the organizing work
you are currently doing?
○ Can you give an example?
● How does your academic
experience support your
participation in CEPA?
○ Major?
○ Specific Courses?

Get together with others to challenge issues of
economic inequality that impact UMass
students
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
Participate in a coalition of different groups to
address some social issues.
Very Confident -Somewhat Confident -Not too
Confident-Not at all Confident
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In what ways do participants gain
capacities for progressive civic
engagement when participating in
co-curricular social justice
advocacy activities?

In which of the following CEPA organizing
campaigns have you participated? (Select all
that apply.) (Skip logic)
●
●
●
●
●

Divest Campaign
Restorative Justice Campaign
Food Access and Justice Campaign
Affordable Higher Ed Campaign
Other (Please Describe)

In which CEPA organizing actions? (Select
all that apply.) (Skip Logic)
● We can’t celebrate if we can’t eat
● Amending the Code of Student Conduct

Looking back/Looking forward
● As you reflect back to your
involvement with CEPA, can you
identify three skills and areas of
knowledge you have gained as a
result of your participation in
CEPA?
• How have the CEPA trainings
supported you gaining skills and
knowledge?

•

● Educating the campus community about
the Dream Act (Development, Relief,
and
Education for Alien Minors)
● Organizing Lobby Day
● Attending Lobby Day
● Other (Please describe)
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What type of roles did you have in the CEPA
campaigns that you have participated in?
(Check all that
apply) (Skip Logic)
• Led the campaign
• Recruited other students to join the
campaign
• Promoted the campaign to other
students
• Developed marketing materials for the
campaign
• Facilitated teachings about the campaign
• Other (Please Describe):
Please list any conferences you have attended
during your involvement in CEPA.
CEPA offers trainings on a broad range of
topics, some of these trainings happen to be
incorporated in the general body meetings.
Please check all the CEPA trainings you
have attended.

•

Can you give 1-2 illustrative
examples (So that students
can recall the CEPA trainings
I show them a document with
a list of trainings that were
listed on the survey, on the
list I will also include the
trainings that students wrote
in the survey)
How has participating in CEPA
organizing campaigns supported
you gaining skills and knowledge?
•

Can you give 1-2 illustrative
examples (So that students
can recall the CEPA
organizing campaigns I show
them a document with a list
of the campaigns that were
listed on the survey, on the
list I will also include the
campaigns that students
wrote in the survey.
Additionally I will have a list
of the campaign roles that
were listed in the survey).

Organizing
● Sowing the Seeds of Justice – Student
Organizing Weekend
● Coalitions: "The Key to Campaign
Success"
● Facilitation
● Recruitment
● Other (Please describe)
Working Effectively in Groups (Skip Logic)
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● Conflict Resolution
● Community Agreements: The
Foundation of Effective Teams
● Setting Goals as Individuals and Teams
● Giving and Receiving Feedback
● Other (Please Describe):
Impact of Identity on Organizing (Skip
Logic)
●
●
●
●
●

Identity Strands
The Politics of Listening
Story of Self
Community Culture
Other (Please Describe):

Did you participate in the Refugee Rights
Alternative Spring Break? (Skip Logic)
• Yes
• No
Did you participate in the Mass
Incarceration Alternative Spring Break?
(Skip Logic)
● Yes
● No
How much has your involvement with CEPA
contributed to your learning in the following
areas?
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Distinguish those problems that can best be
resolved through social/political action
Very much
Quite a bit
Some
Very little
Identifying the appropriate mechanisms and
avenues for addressing these problems
Very much
Quite a bit
Some
Very little
Seeking out and joining with potential allies
Very much
Quite a bit
Some
Very little

With allies, lobbying legislators and other
policy makers
Very much
Quite a bit
Some
Very little

N/A

Background Information

What is your major?
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In what ways do participants
envision themselves using
capacities they gain in the future?

What is your academic year?
● First Year Student
● Second Year Student

● What do you hope to do with what
you have gained from your
involvement with CEPA?
• How do you plan to apply what you
have learned through your
involvement in CEPA?
• At UMASS? Can you give 12 illustrative examples
• After you graduate from
UMASS? Can you give 1-2
illustrative examples
How might your experience with advocacy
activities via CEPA help you become more
self-aware?
How might your social identities impact

● Third Year Student
● Fourth Year Student
● Other (Please specify)
What is your gender identity?
● Genderqueer
● Man
● Transgender
● Woman
● Not listed, please specify
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● I prefer not to respond
Do you consider yourself a person of color?
● Yes
● No
● I prefer not to respond
Please describe what your parent
(s)/guardian/(s) do for work?
Are you the first person in your immediate
family to go to college?

your role in CEPA?

Other Questions

Are you willing to participate in a follow-up
face to face interview to talk about your
experience with?
CEPA, advocacy, and civic engagement?
● Yes
● No
How would you prefer to be contacted by the
researcher Marjorie Valdivia regarding your
follow-up interview?
● Phone
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○ Please specify a preferred
phone number to contact you
regarding your follow-up
interview.
● Email
○ Please specify preferred email
to contact you regarding your
follow-up interview.

Is there any information in relation to your
social justice advocacy experience you
would like to share?

APPENDIX K
IRB PROTOCOL
IRB Study
Title of Project: Student Experiences with Civic Engagement in College

1. Purpose of the study
a) Provide a brief lay summary of the purpose of the study.
The main purpose of this exploratory mixed methods research study is to develop an
understanding of how college students’ experiences with social justice advocacy
activities support learning outcomes such as building capacity for civic engagement. I
want to learn from students who are involved and have been involved with the Center for
Education Policy and Advocacy (CEPA) about how their college experience with social
justice advocacy activities supports their capacity building for civic engagement. CEPA
is advocacy and policy agency at the University of Massachusetts Amherst.
b) What does the Investigator(s) hope to learn from the study?
I hope to learn about how participating in social justice advocacy activities during college
supports capacity building for progressive democratic civic engagement. Furthermore, I
am interested to learn how students apply the capacities they gain by participating in
social justice advocacy activities.
2. Study Procedures
a) Describe all study procedures*.
Two data gathering methods will be used in this study:
a) An online survey that takes approximately 12 minutes to complete, will be
administered during late October 2018 to November 2018. There is no paper
version of the survey. The survey will be used to gain an understanding of the
student experiences with civic engagement in college. The survey will be used to
identify students for the follow up semi-structure interviews. Below, I explain
how the online survey will be administered.

Cluster 1: CEPA Student Staff and Interns
I plan to attend a CEPA staff meeting and introduce myself and talk briefly about
my research study and alert students to the pending survey request. I will also
hand out the incentive. I will let the staff know that there will be an email sent to
them from the CEPA director that includes an invitation to participate in the
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survey. After the verbal invitation, an electronic email invitation will go out to the
CEPA student staff and interns. I will ask the CEPA director to send out the
electronic email invitation from their email account. The electronic invitation will
include a link to the survey. Three reminder email invitations will be sent to the
student staff and interns. These three reminder emails will be sent from the CEPA
director email account.
Cluster 2: New and current CEPA members
I plan to attend a CEPA general members meeting and introduce myself and talk
briefly about my research study and alert students to the pending survey request. I
will also hand out the incentive. I will let the CEPA members know that there will
be an email send to them from the CEPA director that includes an invitation to
participate in the survey. After the verbal invitation, an electronic mail invitation
will go out to the new and current CEPA members. I will ask the CEPA director
to send out the electronic email invitation from their email account. The electronic
invitation will include a link to the survey. Three reminder email invitations will
be sent to the CEPA general members. These three reminder emails will be sent
from the CEPA director email account.
Cluster 3: Previous CEPA members
An electronic email invitation will go out to the previous CEPA members. I will
ask the CEPA director to send out the electronic email invitation from their email
account. The electronic invitation will include a link to the survey and guidelines
regarding where to pick up the incentive. Three reminder email invitations will be
sent to the previous CEPA members. These three reminder emails will be sent
from the CEPA director email account.
b) Follow-up semi-structured interviews are to be conducted during late November
2018 to December 2018:
At the end of the survey, participants will be asked if they would be willing to participate
in a follow-up semi-structured interview. If participants are willing to participate in a
follow-up interview, they will be contacted via email or telephone. They will have the
opportunity to note how they would like to be contacted at the end of the survey. The
interviews will take place in a private location. Only the researcher and the participants
will be present at this location.
A purposeful sample of at least 9 participants will be interviewed. These participants are
representatives of the three different participant clusters, including new members and
returning CEPA members, previous active CEPA members, CEPA student staff, and
CEPA interns. The interviews will take approximately 45 to 60 minutes. The semistructured interviews will be digitally recorded. I plan to use the interviews to gain an
understanding of and how student experiences with civic engagement in college support
their capacity-building for progressive democratic civic engagement. The follow-up
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semi-structured interview focuses on learning about students’ CEPA involvement,
students experience with activism, and the skills and knowledge they gained. Prior to
beginning the interview, I will go over the informed consent with the participant.
Participants will receive a copy of the informed consent for their records. I plan to contact
students via email or by telephone to participate in the follow-up interviews. I plan to
send a reminder email one week after the first email is send.
b) State if audio or videotaping will occur. Describe what will become of the tapes
after use, e.g., shown at scientific meetings, erased. Describe the final disposition of
the tapes.
I plan to digitally audio-record the interviews I will conduct. I plan to use an audio digital
recorder to record the interviews. I will transcribe the digital audio-recordings by
verbatim and label each with a code. I plan to do this within two weeks of conducting the
interview. A master key linking the names and codes will be kept in a separate and secure
location. All electronic files, including audio-files, coding databases, and electronic
interview transcript documents containing identifiable information will be encrypted and
password protected. I plan to upload all audio-files, coding databases, and electronic
interview transcript documents on Box. I plan to upload these files after each interview.
Only the researcher will have access to the passwords. I plan to erase the audio-files after
I complete my dissertation.
c) State if deception will be used. If so, provide a rationale and describe debriefing
procedures. Include a debriefing script with this application.
No deception will be use in this research. Prior to participating in the study, students will
be given a consent form that includes the purpose of the study.
3. Background
a) Describe past findings leading to the formulation of the study
The Association for American Colleges and Universities (2012) suggested that
implementing civic learning that incorporates knowledge, skills, values, and the capacity
to work with others on “civic and societal challenges” can increase the number of
“informed, thoughtful, and public minded” citizens” (p. 6). Civic learning can also
contribute to career preparation, helps improve graduation rates and can be key in
preparing students to succeed both as citizens and employees (Department of Education,
2012). Checkoway (2012) suggested that higher education has limitless potential for civic
work by implementing courses and extracurricular activities that help students develop
civic competencies. Hamrick (1998) argued that the participation in campus activism
during college serves as a “democratic citizenship experience that is worthy of attention”
(p. 450). Meanwhile, research examining the meaning of political participation among
Black and White women indicates that participation in student activism may “produce a
sense of commitment and capacity to act, which in turn promotes active political
participation later in life” and so “student protesters may be seen not as society’s
malcontents but as tomorrow’s exemplars of social responsibility” (Cole & Stewart,
1996, p. 138). Incoming freshman survey data of 2015 suggests an increase from
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previous survey data regarding students’ motivation to become civically engaged on their
college campuses (Eagan, Stolzenberg, Bates, Aragon, Ramirez Suchard, & RiosAguilar, 2016). This study seeks to explore the extent college students’ experience with
social justice advocacy activities organizing opportunities aimed at social justice
advocacy supports building students’ capacity for progressive democratic civic
engagement.
4. (a-i) Subject Population
a) State how many subjects you propose to use and state the rationale for the
proposed number.
The population for the study is composed of students engaged in social justice advocacy
activities through their current or previous involvement with the Center for Education
Policy and Advocacy. Approximately 40 students.
In this exploratory mixed methods study, I plan to survey as many students as are
currently and previously involved with CEPA, and then conduct follow-up interviews
with a subset of this population. Ideally, I will interview individuals who belong to three
clusters which includes:
Cluster 1: CEPA Student Staff and Interns
Cluster 2: New and current CEPA members
Cluster 3: Previous CEPA members
The follow-up semi-structured interview focuses on learning about students’ CEPA
involvement, students’ experience with activism, and the skills and knowledge they
gained. I want to know more about how the experience with social justice advocacy
activities can support capacity-building for progressive civic engagement that specifically
challenges issues of economic inequality. I would also like to learn about the challenges
students face during their involvement in social justice advocacy activities.
b) Describe the subject population, including the age range, gender, ethnic
background, and type of subjects (e.g., students, professors, subjects with learning
disabilities, mental health disorders, etc.). Please incorporate specific
inclusion/exclusion criteria (e.g., physical and psychological health, demographic
information, or other unique characteristics).
The subject population consists of undergraduate students currently involved and
previously involved with the Center for Education Policy and Advocacy. These students
are over 18.
c) State the number and rationale for involvement of potentially vulnerable subjects
to be entered into the study, including minors, pregnant women, prisoners,
economically and educationally disadvantaged, decisionally challenged, and
homeless people.
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No potentially vulnerable subjects will be purposefully involved in this research. As a
researcher, I don’t plan to rely on subjects who represent vulnerable populations.
d) If women, minorities, or minors are not included, a clear compelling rationale
must be provided. Examples for not including minors: disease does not occur in
children; drug or device would interfere with normal growth and development; etc.
This study does not exclude women or minorities.
e) State the number, if any, of subjects who are laboratory personnel, employees,
and/or students. They should be presented with the same written informed consent.
If compensation is allowed, they should also receive it.
Approximately 40 college students.
f) State the number, if any, of subjects involved in research conducted abroad and
describe any unique cultural, economic, or political conditions.
This research study will not include the participants abroad.
g) Describe your procedures for recruiting subjects, including how potential
subjects will be identified for recruitment. Attach all recruitment materials in
Section #11 (Attachments). Note: Potential subjects may not be contacted before
IRB approval.
Below, I explain how I plan to recruit participants for each cluster.
Cluster 1: CEPA Student Staff and Interns
I plan to attend a CEPA staff meeting and introduce myself and talk briefly about
my research study and alert students to the pending survey request. I will also
hand out the incentive. I will let the staff know that there will be an email sent to
them from the CEPA director that includes an invitation to participate in the
survey. After the verbal invitation, an electronic email invitation will go out to the
CEPA student staff and intern. The electronic invitation will be sent from the
CEPA director email account. The electronic invitation will include a link to the
survey. Three reminder email invitations will be sent to the student staff and
interns. These three reminder emails will be sent from the CEPA director email
account.
Cluster 2: New and current CEPA members
I plan to attend a CEPA general members meeting and introduce myself and talk
briefly about my research study and alert students to the pending survey request. I
will also hand out the incentive. I will let the CEPA members know that there will
be an email sent to them from the CEPA director that includes an invitation to
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participate in the survey. After the verbal invitation, an electronic mail invitation
will go out to the new and current CEPA members. The electronic invitation will
be sent from the CEPA director email account. The electronic invitation will
include a link to the survey. Three reminder email invitations will be sent to the
CEPA general members from the CEPA director email account.
Cluster 3: Previous CEPA members
An electronic email invitation will go out to the previous CEPA members. I will
ask the CEPA director to send out the electronic email invitation from their email
account. The electronic invitation will include a link to the survey and guidelines
regarding where to pick up the incentive. Three reminder email invitations will be
sent to the previous CEPA members. These three reminder emails will be sent
from the CEPA director email account.
This survey is voluntary and can be renounced by the participants at any time with no
consequence for them.
At the end of the survey, participants will be asked if they would be willing to participate
in a follow-up semi-structured interview of 45 to 60 minutes in length. If participants are
willing to participate in a follow-up interview, they will be contacted via email or
telephone. They will have the opportunity to note how they would like to be contacted at
the end of the survey. The interviews will take place in a private location. Only the
researcher and the participants will be present at this location. I will send a reminder
email to participants regarding their participation in a follow-up semi-structured
interview. After the potential participants agree to the follow-up interview, I will
schedule the interviews using email and phone. In the email I will include a copy of the
Informed Consent Letter.
This is not an international study.

h) Compensation. Explain the amount and type of compensation (payment,
experimental credit, gift card, etc.), if any, which will be given for participation in
the study. Include a schedule for compensation and provisions for prorating.
Participants answering the online survey will receive pre-incentive. The participants will
choose from receiving a $5.00 gift card for the Haymarket Cafe, the Black Sheep cafe, or
Cushman Cafe. Everyone will receive the pre-incentive regardless of their choice to
complete the survey or not. Social exchange theory suggests that a successful way to
motivate participants to complete surveys is by using pre-incentives. Cluster 1 (CEPA
staff and interns) will receive the gift card during the staff meeting when I make the
verbal invitation. Cluster 2 (new and current members) will receive the gift cards at the
general body meeting when I make the verbal invitation. Cluster 3 will be able to pick the
gift card at the CEPA office.
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Participants who are selected to participate in the semi-structured interviews will receive
a $25 gift card to Broadside Bookshop as a form of gratitude for their participation. I will
provide the $25 gift card to participants at the beginning of the interview. If the
participant chooses to leave before the interview is finished, participants will keep the gift
card.
i) Please state: A: The total expected duration of the study, including the time
expected for data analysis (e.g., This study is expected to last 1 year) AND B: How
much time each subject is expected to be involved in the study (e.g., The
involvement of each subject will be 1-session for a total of 90 minutes).
This study is expected to last 6 months. Participants will complete an online survey that
will take approximately 12 minutes. ome will participate in a one 45- to 60-minutes
follow-up semi-structured interview.
For the categories below, include a description of risks.
5. Risks
a) Describe the risks related to:

Physical well-being
There are not known physical risk for participating in this study.
Psychological well-being
There are not know psychological risk in this study.
Economic well-being
There are not known economic risks for participating in this study.
Social well-being
There are no known social risks for participating in this study.
Breach of confidentiality (including audio/video taping/online)
Interviews will be audio-recorded for the purpose of accurate quotation and data analysis.
The audio-files will be transcribed and will be stored in the researcher’s UMass Box
account.
When using direct quotes from the interviews, pseudonyms will be utilized to protect
participants’ identity and university.
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A breach of confidentiality may result in a minimal impact to individuals in the form of
embarrassment, guilt, or stress.
b) For research conducted internationally, describe any political or sociocultural
considerations that may affect your research design (for example, in some
communities it may not be customary to sign documents, etc.)
This research study that is not international
c) Discuss plans for ensuring necessary medical or professional intervention in the
event of a distressed subject.
I do not foresee that the participants will experience distress during the survey or the
interviews.
6. Benefits
a) Describe the potential benefit(s) to be gained by the subjects or by the
acquisition of important knowledge which knowledge that may benefit
future subjects, etc. (This DOES NOT include compensation or extra
credit).
The participants may not directly benefit from this research; however, their participation
in the study may indirectly benefit them. Potential individual benefits are the opportunity
to share and reflect on their involvement with social justice advocacy activities in a
comprehensive way. In societal benefits, they will contribute to advancing our knowledge
of the impact of college experiences with social justice advocacy activities on future
progressive civic democratic civic engagement.
7. Procedures to Maintain Confidentiality
a) Describe the procedures in place that protect the privacy of the subjects and
maintain the confidentiality of the data, as required by the federal regulations, if
applicable.
For the survey, I plan to assign each participant a code to keep their names and email
addresses protected. The names and email addresses of participants will be kept
separately from any survey data that I collect so the data will be confidential.
For the follow-up semi-structured interviews, I will ask participants to select a
pseudonym for themselves. If participants do not select a pseudonym, I will assign a
pseudonym for the participant.
b) If information derived from the study will be provided to a government agency,
or any other person or group, describe to whom the information will be given and
the nature of the information.
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I plan to publish my study in a journal. All personal information from participants will be
omitted in the article. I plan to use direct quotes, aggregated data, and summarize data.
Survey data, digital audio-files, interview notes and interview transcripts, and all codes
will be stored in UMass Box. After conducting the interview, I will download the taped
interview as an audio-file onto UMass Box. To transcribe the taped interview, I plan to
listen in a private and secure location and use Microsoft Word on a password protected
computer to transcribe the interview word by word. Once I have completed transcription,
I will save the transcription on Box. Besides me, a professional transcriber will have
access to the audio-files. I will destroy the audio-files after I complete my dissertation.
c) Specify where and under what conditions study data will be kept, how specimens
will be labeled and stored (if applicable), who has access to the data and specimens,
and what will be available to whom.
Survey data, digital audio-files, interview notes and interview transcripts, and all codes
will be stored in UMass Box. After conducting the interview, I will download the
recorded interview as an audio-file onto UMass Box.
All personal information will be stripped from any document in the study. All
participants will receive a pseudonym that will be used in all the study’s documents and
final report.
Interviews will be transcribed by me or a professional transcriber. Only I and the
professional transcriber will have access to the audio-files.
The informed consents for the online survey will be stored in file on Qualtrics. As
previously stated Qualtrics is a program approve by the University of MassachusettsAmherst, the university has a license to the Qualtrics program. Therefore, storing the
informed consents in Qualtrics is secured. I will also store the informed consents in
UMass Box.
The follow-up survey interview consent forms will be stored in a locked file cabinet. The
researcher will be the only person to have a key to this file cabinet.
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APPENDIX L
CEPA
1.

CEPA

1.1
CEPA

Motivation to join: When a participant describes their reasons for joining

1.1.1

CEPA Related: When a participant describes joining CEPA because of
what the organization offers students.
1.1.1.1

Organizing opportunities in CEPA and opportunity
to make an impact
1.1.1.2
CEPA has staff paid positions

1.2

1.1.2

Academic Related: When a participant describes joining CEPA due to
academic interest.

1.1.3

Previous experiences with community service, volunteering and
organizing: When a participant describes joining CEPA due to previous
community service, volunteering, and or organizing experiences.

1.1.4

Social Issue Related: When a participant describes joining CEPA due to
being interested in a specific social issue or various social issues.

CEPA Qualities: When a participant describes specific aspects of CEPA
1.2.1

CEPA Structure: When participant refers to the structural aspects of

CEPA

1.2.2
CEPA Student Organizing Support: When participant refers to ways in
which CEPA supports student organizing.
1.2.2.1

CEPA supports student in developing as skilled
organizers
1.2.2.2
CEPA focuses on student agency

1.2.3

Importance of CEPA at UMass: When a participant refers to the
importance of CEPA on the UMass campus.
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1.2.3.1

CEPA supports students in practicing making change and

organizing
1.2.3.2

1.2.4

1.3
CEPA
1.4

CEPA provides space to practice leadership

Difference between CEPA and the SGA: When a participant refers to the
different qualities between CEPA and the SGA.

Role in CEPA: When a participant refers to specifics about their role in

Challenges: When a participant refers to the challenges they face, and or
the organization faces.

1.4.1

CEPA Staff Role Challenges: When a participant refers to the
challenges they face in their CEPA staff role.

1.4.2

CEPA Challenges: When a participant refers to the challenges that
CEPA faces as an
organization.

1.4.3

Organizing Challenges: When a participant refers to the challenges, they
face in their CEPA organizing
1.4.3.1 Interacting with and eliciting solid commitment from the people
in authority
positions
1.4.3.2 Getting other UMass individuals to care (i.e., students,
administration)

2. CEPA Curriculum
2.1
Trainings/ Training Activity: When a participant refers to a CEPA
training and or CEPA activity
they find useful.
2.1.1

Trainings: When a participant refers to a CEPA training they find

useful.
2.1.1.1
2.1.1.2

Student Organizing Weekend
Relational organizing training
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2.1.2

Training activities: When a participant refers to a CEPA training
activity they find useful.
2.1.2.1

Strategy Chart

2.2

Organizing Campaigns/Organizing Actions Implemented: When a
participant refers to the types of organizing campaigns and actions they have
engaged with in their CEPA role.

2.3

Trainings Developed/Facilitated: When a participant refers to the trainings
they have developed and or facilitated in their CEPA role.

2.4

UMass Academic Curricula Supporting CEPA Organizing: When a
participant refers to
academic\work supporting their organizing work in CEPA.
2.4.1

Academic Course: When a participant refers to a specific course they
have taken, supports their organizing work in CEPA.
2.4.1.1
2.4.1.2
2.4.1.3

Protest and dissent
Academic course with an economic focus
STPEC Courses

3. Learning Outcomes
3.1

Knowledge Gained: When a participant describes having acquired new
information as result of their involvement in CEPA.
3.1.1 Knowledge about UMass: When a participant describes gaining
information about a specific aspect about UMass Amherst.
3.1.1.1
3.1.1.2

Knowledge about issues of economic inequality at UMass
Knowledge about the barriers students face on campus

3.1.2 Organizing Knowledge: When a participant refers to information about
organizing for social justice they gained.

3.1.3

Knowledge About Power: When a participant refers to information about
power they gained
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3.1.4
Knowledge About Issues of Inequality: When a participant refers to
information about specific issues of inequality they gained.
3.1.5

Knowledge about economic inequality: When a participant refers to
information about economic inequality they gained.

3.1.6
Content Knowledge: When a participant refers to general content
information they gained.
3.2
Skills/Capacities Gained: When a participant refers to a specific skill or
capacity gained
3.2.1 Organizing Skills: When a participant refers to the organizing skills and
or capacities they
gained.
3.2.1.1
3.2.1.2
3.2.2
certain action

Ability to recruit and organize people
Relational Organizing

Confidence: When a participant refers to feeling confident in taking a

3.2.2.1
Confidence to engage with people in positions of power
3.2.2.2
Confidence in communicating with others
3.2.2.3
Confidence in engaging in organizing actions

3.2.3
Navigating Bureaucracy: When a participant refers to having
learned navigate bureaucracy via their experience in CEPA.
3.2.4
Communication Skills: When a participant refers to
communication skills and or capacities they gained.
3.2.4.1

Disseminating information in a quick and accessible

3.2.4.2

Speaking and interacting with people in positions of

manner
power
3.2.5
they gained.

3.2.4.3
Interpersonal communication
Facilitation Skills: When a participant refers to facilitation experience

3.2.6
Use of Strategy Chart: When a participant refers to skills gained via
the Strategy Chart.
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3.2.7
Listening Skills: When a participant refers to listening skills and or
capacities they gained.

3.2.8

Relationship Building Skills: When a participant refers to relationship
building skills and or capacities they gained.

3.3
Awareness Gained: When a participant describes gaining awareness in a
specific area (i.e.,
institutions, self, others).

3.3.1
Increased Self Awareness Gained: When a participant refers to
gaining an increase in their self-awareness as a result of their CEPA
experience.

3.4
Future Application of Skills/Capacities Gained: When a participant refers
to their future
implementation of the skills and or capacities they gained.
3.4.1

Future Employment: When a participant refers to using the skills
and or capacities they gained in their future employment.

3.4.2 Organizing Skill: When a participant refers to using a specific organizing
skill they gained.
3.4.3
At UMass: When a participant refers to using the skills and or
capacities they gained via
CEPA in another UMass space.
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APPENDIX M

MIDWEST ACADEMY STRATEGY CHART

Goals
1. List the long-term
objectives of your
campaign.

Organizational
Considerations

Midwest Academy Strategy Chart

Constituents, Allies,
and Opponents
Targets

1. List the resources that
1. Who cares about this
1. Primary Targets
your organization brings to
issue enough to join in or
the campaign. Include
help the organization?
A target is always a person. It
money, number of staff,
is never an institution or
• Whose problem is it?
facilities, reputation,
elected body.
• What do they gain if they
canvass, etc.
• Who has the power to
win?
What is the budget, including • What risks are they
give you what you want?
in-kind contributions, for this
• What power do you have
taking?
campaign?
over them?
• What power do they have
over the target?
2. List the specific ways in
• Into what groups are they 2. Secondary Targets
which you want your
organized?
organization to be
• Who has power over the
strengthened by this
people with the power to
2. Who are your opponents?
campaign. Fill in numbers
give you what you want?
for each:
• What will your victory cost • What power do you have
them?
over them?
• What will they do/spend
to oppose you?
• How strong are they?
• How are they organized?
• Expand leadership group
• Increase experience of
existing leadership
• Build membership base
• Expand into new
constituencies
• Raise more money

•
•
•
•
•
•
•
•
•

Tactics

Media events
Actions for information and
demands
Public hearings
Strikes
Voter registration and voter
education
Lawsuits
Accountability sessions
Elections
Negotiations

Tactics include

• In context.
• Flexible and creative.
• Directed at a specific
target.
• Make sense to the
membership.
• Be backed up by a specific
form of power.

Tactics must be

For each target, list the tactics
that each constituent group can
best use to make its power felt.

After choosing your issue, fill in this chart as a guide to developing strategy. Be specific. List all the possibilities.

2. State the intermediate
goals for this issue
campaign. What
constitutes victory?

How will the campaign
• Win concrete
improvement in people's
lives?
• Give people a sense of
their own power?
• Alter the relations of
power?
3. What short-term or partial
victories can you win as
steps toward your longterm goal?
3. List internal problems that
have to be considered if
the campaign is to
succeed.
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